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INTRODUCTION

Increasing numbers of educators, students, and community
groups are expressing concern over the problems of modern education.'*'

School bond issues and school

voted down in many areas.

ta.x

increases are being

Concerned community groups are indi-

cating their desire for increasing student-learning account.

.

abxlrty and operational efficiency.

2

Students

m

the elementary

and secondary public school programs are openly displaying their

dissatisfaction with school programs through strikes, vandalism,
For the students, many education-

and articles in student papers.
al programs lack relevancy.

3

As a result of these expressed dissatisfactions, educators
have become increasingly aware of the necessity for making changes
in our schools, and have begun the study of various mechanisms for
.

.

improving the teaching/learning process.

4

Differing types of

instructional materials (e.g. learning packages and programmed
instruction materials) are being experimented with.

New teaching

roles are being developed using teaching teams, teaching aides,
and teaching technicians.

Changes in the organization of scnools

“Charles E. Silberman, Crisis in the Cl assroo m (New York:
Random House, 1970), pp. 53-153.
2

Leon Lessinger, Every Kid a Winner, Accountability in
Education (New York: Simon and Schuster, 1970), pp. 1-19.
3

Silberman, op

.

.

clt., p.

4

_

-*2.

ies^
H er be r t J K lau s me i e r Learning a nd Human Abilit
p. a.
1968),
Brothers,
ca tional Psycho logy (New York? Harper and
.

,

2

through scheduling, decision making, and differentiated staffing
have been suggested as tentative solutions for improvements in
operati ng schools

<

Students are being used in increasing num-

bers on faculty and school governing committees in an attempt to
give greater student involvement in resolving potential areas of

conflict

Educators bear the major responsibility for recognizing and
providing for change in our schools.

The gap between education

9
and world reality has been getting more and more critical w

One

effective means for the professional growth and development of
educational personnel is the use of in-service education.

Although many definitions of in-service education have been given,
they all deal with efforts to promote the growth of educators,

3

and these efforts have broad implications for the use of in-service

education as a means of educational change.

4

For the most part, efforts to date at bringing about change

through in-service education have produced little positive impact.

A National Educational Association study has shown that although
96 per cent of the school districts in a given area had been

1

Louise M. Berman, New Priorities in t he Curriculum (Ohio:
Charles E. Merrill Publishing Company, 1968), pp. 15-18.
2

Edgar L. Morphet and Charles 0. Ryan, editors, Prospec tive
Changes ir> Socie t y by 1930 (New York: Citation Press, 1967).
3

Carter V. Good, editor, Diction ary of Ed ucation, second
edition (New York: McGraw-Hill Book Company, 3959).
4

Frcd Daniels, James R. Ogletree and Pat W. Wear, In-Service
Teacher Education: Cruci al Process in Educational Change
University of Kentucky College of Education, 1966).
(kentucky":
,

3

offered opportunities for special in-service programs, only 3.4
per cent of the districts considered their participation in the

programs as having had a positive effect upon "continued pro-

fessional growth."

Other reports on in-service programs have

termed them "uninspired, ineffective, and in low repute." 2
Existing in-service programs often have had a number of
shortcomings.

Programs are typically offered after school hours

or on weekends, times which are not conducive to optimum producti-

vity by teachers or administrators. 3
.

Other shortcomings occur

with program content and procedures, and many times in-service
programs have not been relevant to individual teacher needs.
Typically, the instructors within in-service programs have not

been in the classroom with students for some period of time.

As a

result, in-service programs often bear little relationship to

actual classroom realities.

Any rationale for in-service teacher education as a means for
implementing change should have as one of its primary goals the

fulfillment of a teacher’s responsibilities to his students.

The

effects of the knowledge explosion, the applications of technology,
and a host of learning alternatives have provided a foundation for

^National Education Association, Research Division, Administr ation in Urban S chool Dist ricts 196 1-62 (Washington, D. C.
December 1963 ) „
,

,

o

Stephen M. Corey, "In-Service Education, Introduction," InService Education for Teachers, Supervisors, and Administrators
Fifty-sixth Yearbook of the National Society for the Study or
Education, Part 1 (Chicago: University of Chicago Press, 1957),
,

pp.

1-10.
3

Berman, op. cit

.

,

pp. 4-6.

4

teacher in-service education.

Pu rposes

The purposes of the dissertation are as follows:

(1) to

analyze selected literature on the need for educational change as

perceived by community groups, educators, and students;

(2)

to

suggest several alternative approaches to accomplishing these

needed educational changes; (3) to analyze selected research and
related literature on the history of in-service education since
1837;

(4)

to provide a brief case history of the efforts of one

school district to implement changes through in-service education;
(5)

to suggest a process (the PEER Process) that might be utilized

by teachers and administrators in designing and implementing

changes based on individually developed in-service programs, and
(6)

to offer recommendations for further study in the area of

in-service education.

Sources

The sources utilized in this dissertation have focused on
the following:
1.

2.

3.

A selective review of the past ten years of dissertation
abstracts in the areas of educational change, in-service
teacher education, and model development.
A review of the appropriate sections of the Encyclo pedia
of Educational Researc h that specifically relate to
change, innovation, and in-service teacher education.
A review of selected books within the scope o^ time
included in the dissertation that discuss change, innovation, and in-service teacher education.

5

4

*

5.

A review of selected books within the
scope of time included in the dissertation that discuss change,
innovation, and in-service teacher education.

Appropriate personal conferences with personnel in the
areas of change, innovat ion and in-service teacher
educat ion
,

Organizati on
The writer has utilized four organizing themes to assist the

reader in identifying the rele.tionsb.ip of each chapter to the re-

maining parts of the dissertation.
occur within

i_he

These four organizing themes

various chapters and have been designed in such

a v/ay that they mutually reinforce each other.

zing themes are as follows:

(1)

The four organi-

the need for educational change

in organization, curriculum and staff utilization;

(2)

the in-

adequacy of most in-service programs (both historically and

currently ) in facilitating educational change; (3) the emergence
of effective in-service education programs in selected school,

districts; and (4) a detailed analysis of one in-service approach
(the PEER Process) that has been developed as a means of bridg-

ing the gap between in-service education and educational change.

The dissertation has been organized to include coverage of all of

these themes while at the same time the various chapters offer in-

depth discussions on each of the themes.
Chapter I, "The Need for Educational Change," includes a
report of selected research studies and related literature that
h?A s focused upon the need for educational change.

this chapter discussed such questions as:

(1)

do to prepare students for a changing society?

For example,

What can schools
(2)

What changes

6

in schools are being urged by school personnel?

(3)

What are

students asking that schools provide at the elementary
and secondary levels?

Chapter II, "The Role of In-Service Education in Achieving
Change,

has induced a brief state-of-the-art report on in-

service teacher education®

The primary emphasis in this chaDter

has been on the historical development of in-service teacher

education, and it concludes with a section on current trends of

in-service education*
Chapter ITi

"A Case Study of an In-Service Change Process,"

includes a description of a small rural school district’s response to the urgency for educational change.
a project

v;as

In this district,

developed and funded to devise and implement change

in curriculum, organization, and utilization of staff.

The case

study includes selected demographic data and program development

activities of students, teachers and community personnel.

In

addition, a discussion of the in-service education program that

was utilized as an implementation process for achieving the needed educational changes was also included.

This chapter concludes

with a sequential listing of the process utilized in the case
study and its connection to the PEER Process.

Chapter IV, "The PEER Process for Teacher In-Service

Education," includes the development of a suggested in-service
process that might be utilized by school system personnel.

framework has described the in-service process as including:
(1)

problem identification, (2) establishing alternatives,

The

(3)

education and trial, and (4) restructuring.

Within each

phase there has been developed a suggested sequential process for
each teacher to consider when developing an individualized in-

service progran.

Working papers that have been developed as a

means of implementing the PEER Process have also been included.
Chapter V, the "Summary, Conclusions, and Recommendations,"
includes summarizing statements for each of the chapters; con-

clusions derived from the study; and a series of recommendations
for future applications and analysis of the PEER Process as a

means for individualizing in-service education.

8

CHAPTER

I

THE NEED FOR EDUCATIONAL CHANGE
Intro du c t i on

Community groups, educators, and students have expressed
their concern over the need for changes in education.

The primary

purpose of thrs chapter is to provide an overview of the need for

educational change in organization, curriculum, and staff utilization.

In addition, a discussion has been included outlining

some of the attempts that have been made to implement these needed

changes.

The chapter has approached the issue from the perspective

of community groups, educators, and students.

Needs f or Educat i on a I Change a s
Perceived from Community Groups’ Vi ewpo ints

Rising Co sts of Education

Perhaps the major cause of concern among members of the

community is the rising cost of education.

In the past ten years

the cost-of-living has risen 27 per cent.'

In the same period,

1

educational costs have increased by 160 per cent--$27 billion in
1960 to $70 billion in 1970.

A comparison of expenditures in 1960

and 1970 is provided to indicate the relative changes in the

George Hay Brown, Director, Statist ical Abs tract of th e
U. S. Government Printing
United States, 197 0 (Washington, D. C.
Office^ Department of Commerce, Bureau of Census), p. 346.
:

9

amounts of money used in different categories

TABLE

1

TEN -YEAR COST COMPARISON

Current and Capital Expenditures

1960

1970

Current. Expenditures and Interest
Comparisons of Elementary and
Secondary Public Schools

$14.1

$35.6

+ 165%

Capital Outlay Comparisons of
Elementary and Secondary Public
Schools

$

5.1

+230%

2.9

$

Change

Current expenditures are defined as educational costs for one year
that have been utilised for salaries, instructional materials, and

interest on short-term loans.

Capital outlay

is defined as ex-

penditures for equipment and long-term loans that are carried over
for more than one year.
In Table 2, a comparison of the numbers of students, teachers,

school board members, and administrators in public elementary and

secondary schools over the past ten years accentuates a number of
rather interesting differences and follows on the next page.

1

...

The Magnitude of the American Educational Establishment,"
Saturday Review, September 19, 1970, p. 67.
,:

10

TABLE 2

TEN-YEAR PERSONNEL COMPARISON

Personnel Categories

I960

1970

Change

Students in Elementary
Public Schools (Kindergarten
through Grade Eight)
27 ,692,000

32 ,400,000

+ 14%

Public High School Students
(Grade 9 through Grade 12)

13,600,000

+36%

084 000
,

+21%

8,589,000

Public Elementary School
Teachers

858,000

Public School Board Members

166,571

102,743

-38%

Superintendents of Schools

13,012

12,917

-.7%

Principals and Supervisors

83 ,292

121,005

+32%

1

,

While nearly all statistics on schools have increased, there has

been a decline in the number of school districts due to consolcdation.

As a result of this decline, there are fewer school board

members and superintendents then there were ten years ago.

In

spite of the magnitxide of growth within the American educational

establishment during the past ten years, community groups have

questioned two issues:

(1)

who is to be held accountable for the

increases in tax levies; and (2) who measures and reports the

effects of learning in the public schools to the taxpayers?

Accountab ility in Public Sch ools
Community groups have used the tern accountability in express
ing their concern over the growth of educational expenditures.

Accountability has been defined as the guarantee by professional

1

11

educators to taxpayers that students have acquired
certain basic
skills in the most economical way.
This would mean that community groups as well as school officials would
be able to compare
the costs of various educational benefits.

As schools develop

thorough and reliable data on programs of instruction,
educational changes can then be made from the data to
influence learning

effectiveness and economy.

Taxpayers Right to Know

While educational costs have expanded greatly, many schools
have not always met taxpayer expectations.

A survey reported in

the New Y o rk Tim es indicated that there were very few school dis-

tricts that had objective test data to support the effects of

educational programs.

2

Even though the Federal government has

expended billions on the Title

I,

ESEA programs, there has been

little concrete data about the eff ect5.veness of implementing

suggested reforms.

3

The Times survey concluded that in the ma-

jority of states and localities surveyed, school officials said
that they did not have any conclusive test results by which to

gage the effects of the programs.

One of the effects of increas-

ing expenditures of Federal funds has been the taxpayers' taking

^Lessinger, op. cit .
2

,

p.

8.

....

"The Crux of„ the School Redistricting Dispute," The New
York Times, Section IV, December 28, 1969, page 7,
3

.

.

Jerome T. Murphy, "Title I of ESEA: The Politics of Implementing Federal Education Reform," Harva rd Educational Review,
41 (Fcbru£\.ry, 1971), 60-63.

12

a lirraer stand in demanding fiscal responsibility
on the part of

educators
In George Gallup's "Second Annual Survey ox the
Public's

Attitude Toward the Public School," questions about the
area of
accountability were asked.

To the question, "Would you favor or

oppose a system that would hold teachers and administrators
more

accountable for the progress of students?" the adults responded
as follows:
(~>)

(1)

favor, 67 per cent;

no opinion, 12 per cent.

(2)

oppose, 21 per cent; and

With the cost of maintaining the

public schools rising year by year, communities have increasingly
O

been demanding measurement of student progress/"
Teachers and administrators have been identified by the com-

munity groups as the school personnel to be held accountable.

The

majority of the respondents surveyed in the Gallup poll, however,
specifically indicated that teachers should be paid on the basis
of the quality of their work.

within the Gallup poll, there was

an assumption that some objective manner had been used to measure

the quality of the work.

If the public is to hold school admini-

strators and teachers accountable, changes in objective testing
and utilization of resources will be needed in order to achieve

community expectations.

Teachers and administrators

will need

to redefine their roles in terms of the learning actually
1

George Gallup, "Second Annual Survey of the Public's
Attitude Toward the Public Schools " Phi Delta Kappan LI
,

,

(October, 1970), pp. 100-112.
2
3

Ibi d

,

p.

101.

Ibid, p. 102.

13

accomplished by each child.
Taxpayers have also indicated a desire to know more about
the effects of school programs. 1

A number of non-economic factors

have caused additional taxpayer concern about the effects of

scnooling on the child.

Such problems as school dropouts, student

militancy, and the rising use of drugs are cited as obvious indices of failures on the part of schools.

Teachers and adminis-

trators have acknowledged the existence of these and other problems
and have applied resources in different ways in an attempt to more

effectively meet the expectations of the taxpayers.

Even though

some of these efforts have emphasized more accurate measurement of
the effects of school programs, many of these approaches have

dealt only with measurement of cognitive skills.

The majority of

the accountability contracts that have been awarded from the U. S.

Office of Education have focused on elementary programs in the
areas of mathematics, reading, and science.

At the same time, tax-

payers have requested evidence of growth not only in cognitive

learning development, but also in affective end psychomotor learning developments.

Much greater precision is needed in the testing

of psychomotor and affective areas before this particular taxpayer

concern can be met.

^Lewis A. Rhodes, "Educational Accountability-Getting It
the 26th Annual Florida
All Together," (paper presented
Supervisors of Instruction Conference, Clearwater, Florida, October 28
1970)
,

14

Community Gro u ps* Expectations of Public Schools
Part or the public’s interest in using money more effecti-

vely is reflected in a growing concern over the sources of funds
for education*

There has been an increase in the number of com-

munities voting down school operating budgets and bond issues.

A

U. S. Office of Education report has indicated that in fiscal 1969,

school bond issues were voted down at a record rate.

Voters

approved less than 44 per cent of the $3.9 billions in bond
issues.

The $1,7 billion that passed comprised the lowest total

since 1962.

Ten years ago 80 per cent of such bond issues were

approved.
The Gallup report has indicated that the majority of the

public surveyed would not support an increase in taxes if local

officials indicated they needed more money.

Thirty-seven per cent

of the public would vote for an increase, while fifty-six per cent

would vote against tax increases.

2

It would appear that the limit of local taxing as a primary

source of financial support for public schools
reached.

ha.s

nearly been

Communities in some cases have argued that greater

federal financial support would be an answer.

3

President Nixon’s

\j. S. Office of Education, Report of Finan ci al Cr i sis i n
Public Education (Washington D. C.: U. S. Government Printing
Office, 1969).
,

2

3

Gallup, op.

ci_t.

,

Ibid, pp. 100-102.

p.

100.

15

revenue-sharing proposal is one indication of the
magnitude of
this taxpayers' concern.

1

In addition to the search for new funding
sources, there is

a growing public concern in the area of increased
student laxity

and permissiveness within the public schools.

While this concern

has been generally low priority in nature, the national
Gallup

poll revealed that slightly more than half of the
respondents

surveyed indicated that discipline in schools was not strict
enougn.

Parents of students often base their expectations on pre-

vious personal experiences, and since parents have in the past
only been willing to accept part of the responsibility for the

behavior ox cheir children

wmle

in school, they seemingly desire

to share this responsibility for student behavior with teachers

and administrators.

In an effort to develop schools that will

meet these community expectations, parents have often suggested
that the most significant answer is in the selection of

'!gocd"

teachers
But the selection of good teachers for public schools has

been a most difficult task for administrators and teachers.

There

have been nearly as many methods for selecting good teachers

tvs

there are school districts.

However, community expectations have

often equated good teachers with high salaries. ~

1

.

The good teacher

Richard Nixon, "Revenue Sharing," Weekly Compilation of
Presiden tial Documents 7 (February 8, 1971), pp. 163-171,
,

2

Gallup, op. ci t

«

p.

101.

16

has also been equated with quality of work, kind of responsibilities, and amount of responsibility.
In

sui.ti.ia u

ion

,

an overview of the need for chancjes in nubile

scnools as perceived from the viewpoints of community groups, can
be identified as:

(1)

more effectively using the financial re-

sources that have been provided from local, state, and Federal
sources;

(2)

accepting the concept of accountability by teachers

and administrators and clearly reporting to parents the effects of

school prograxas; and (3) developing teacher selection practices
that will insure that the school is achieving the quality of pro-

gram desired by the community groups.

Needs fo r Ed u cation a 1 Ch an g
As P erceived b y Educ ators

Educators have indicated their interest in changing the
organization, curriculum, and staff utilization patterns in public
schools.

This section has been organized around these three broad

areas of suggested educational need.

Within each of the areas,

existing situations, the need for change, and suggested alternatives will be discussed.

Organizational Change

Description^ of Existing Organization al Str ucture

The organizational structure of public schools has often been

adapted from the business and military model.

1

1

This formal

Raymond E. Callahan, Educat ion and the Cult of Effic iency
(Chicago:
The University of Chicago Press, 1962), p. 46.

17

organizational model has clearly defined lines of authority
and
fixed role responsibilities.

The lines of authority are exer-

cised through a structure that flows from the community
to the

board of education; from the school board to the superintendent;
from the superintendent to the principal; from the principal to
the
teachers; from the teachers to the students; and from the students
to the community.

The communication structure (which is based

upon a two-way reciprical exchange of information) also flows in a

similar but reversed cycle.

Fixed role responsibilities are de-

fined at each level of the communication’s structure, and many
state administrative guidelines have designated the responsibilities of school boards, superintendents, principals, teachers, and

students in some detail.

2

The typical school organizational model also describes the

responsibilities of the various staff levels.

The tern staff has

been defined as those personnel who form support levels to a line
3

position.

Staff personnel typically have no organizational

decision-making power, but serve primarily to implement decisions
and develop supportive data for line personnel.

The organizational

model has been illustrated in Table 3.
Two examples of the operational aspects of the line-staff

1

Roald F. Campbell, John E. Corbally Jr., and John A.
Ramseyer, Introducti on to Etducat ional Ad ministr ation, second
edition (Boston: Allyn and Bacon, Inc., 1962), p. 222.
,

2

...

.

.

Some of the states having such guidelines are Indiana, Ohio,
and Texas.
3

Callahan, op. cit., pp. 244-264.

18

TABLE 3

TYPICAL LINE-STAFF ORGANIZATION
FOR A SCHOOL DISTRICT 1

Relationship)

(Line

(Staff Relationship)

Robert G. Owens, Orga nizational Behav ior i n Schools
Prentice-Hall, Inc., 1970), p. 28.
(Englewood Cliffs, New Jersey:

19
r.iodel

have been included as illustrations:

(1)

in tne line-staff model and
(2) decision making.

efficiency withIf a teacher

desired specific instructional materials, he
would need to com-

municate with the building principal, the building
principal would
make a decision, and complete the appropriate
request to the

assistant superintendent for instruction.

If approval were

granted, the assistant superintendent would place the
final pur-

chase order with the assistant superintendent for business
af xairs.

If the request is routine and money is available,
the

decisions can be made quickly at each line position, and the
order placed quite rapidly.

However, when the request is unusual

with no precedent, there are at least three line positions that
must be convinced of the necessity of the order.

While this

example is somewhat oversimplified, the essentials of efficiency
have been introduced on the line-staff model.
The second example has focused primarily on decision making
in the line -staff model.

Usually job descriptions accompany each

decision-making level, ‘making precision and expediency a decisive
use of the model.

For example, the principals, assistant super-

intendents, and the superintendent can develop recommendations for

board consideration to approve for district policy.

However,

under such an arrangement, decisions for internal organizational

operations can be arrived at without board or teacher consideration.

This has often resulted in a closed ingroup of adminis-

trators efficiently and significantly influencing the operation
of schools.
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The line-scaxf model has been the major approach used
during

the past cencury in education.

While there have been some advan-

tages in efficiency of decision-making, many educators have

questioned the current use of the line-staff model in education.
It has been suggested that the line-staff model is more conducive

to ma.intanence of the status quo rather than supportive of educa-

tional change.

Hersey has indicated that the motivators of per-

sonnel within an organization arc achievement, recognition, and

growth and development.

The line-staff model has seldom provided

these motivators; since the predominant emphasis has been on

conditions, policies, supervision, interpersonal relations, money,
status, and security as the motivating factors to achieve both

organizational and personal goals.

With completely different sets

of motivators for organizational improvement, it has been little

wonder why many schools have been so slow to change.

Owens has succinctly summarized the impact of the prevailing
line-staff organization in education as having the following
impact:

(1)

encourages overconformity; (2) in time it modifies

the personality of its personnel so that they become drab, colorless, routinized organization men;

(3)

innovative ideas wilt from

the distortion and long delays which result from communications

overloadings as attempts are made to transmit ideas through the

hierarchical layers of the organization; and (4) the line-staff

Pexul Hersey and Kenneth H. Blanchard, Manag ement of
onal B ehavior Utilizin g Hum a n Resou rces (Englewood
nizati
Orga
Prentice-Hall, Inc., 1969), p. 47.
Cliffs, Mew Jersey:
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model does not take into account the presence of
informal organi
zations, including the primary groups. 1
2

N eed for Organizational Change

Schools have been in such wretched shape and educational

bureaucracies have accumulated such a magnif icant record of
nullifying attempts at improvement that organizational
changes are
a prerequisite to the improvement of education.

The bureaucratic

model, i.e. line-staff model, was a social invention which
promoted

efficiency and rationality, but thwarted innovative ideas.
Schools have existed to attain a set of educational goals.

In

order for schoo3.s to achieve those goals, Bennis has identio^ied two

necessary criteria:
1*

The Internal System i.e. the organization's operation
must be kept functioning by balancing the needs and
satisfactions of participants with the needs of the
organization. This has been referred to as reciprocity.

2.

The External System i.e.
the organization must conform
to pressures and changes of its enviornment .
This
has been termed adaptability

,

,

The bureaucratic model utilized in many schools tends to be

1

Owens, cp« cit

.

,

p.

59.

2

Alan Brownsword, 'Some Thoughts cn Staff Differentiation,"
Massachusetts: School of Education, University of Massachusetts,
1970, p. 4. (Mimeographed).
:

....

3

Warren G. Bennis, Changing Organizations (New York:
Hill Book Company, 1966), p. 10.
4

Ibid

,

p.

7.

McGraw
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impersonal and does not take emotional factors into
consideration.

Although these characteristics provide some of the
necessities for
meeting organizational goals, they have been insufficient
in meeting the various personal and social needs of
participants, admin-

istrators, teachers, and students.’
Blau has described some of the dynamic a.spects of a bureaucracy.
•

For example, he had indicated that a bureaucracy is not a

•

.

rigid and unyielding system.
.

2

However

,

bureaucracies can develop

dysf unct ions.1 aspects.

That is, as they have continued to oper-

ate,

the organization have often turned out to

the

by-products

ox

be unanticipated consequences.

Bureaucratic school organizations

have often become so concerned with smooth functioning and the

evaluation ox their efficiency that they place low priority on

providing adequate student services.

Owens has described a

similar dysfunction as the effect of over -training specialists

who then become bureaucrats who are unable to see the harmful
effects of their own operations

,

or have problems applying rules

to actual cases or adopting those rules to the needs of students.

Bureaucratic operations, characteristics, and dysfunctions are
some of the reasons described by educators as needs for organi-

zational change.

1

Owens, op. cit .

,

p.

62.

2

Peter M. Blau, The Dynamics of Bureaucrac y (Chicago:
University of Chicago Press, 1955).
3

Owens, op. ci t

.

,

p.

60.

The
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Bureaucratic models usually place administrators as control1
ling influences over teachers.

However, the internal operating

effectiveness of the bureaucracy can be threatened if the social
needs of teachers, including the need co be involved in decision-

making at various levels, are not satisfied.

Even thouoh teach-

ers have usually found it difficult to initiate meetings without

administrative support there has been a recent increase in teach-

....

er-mitiated meetings without administrators.

2

Many teachers re-

port that the principal's support of change is not an important

factor in their willingness to attempt change.

Teachers who

thought the principal had little influence or control over their

teaching style were more willing to implement changes.

3

These

attempts at teacher-initiated change as well as the attitude of
less control from administrators have been viewed as prerequisites

for organizational change.

School organizations adapted from a bureaucratic model have

failed primarily in their response to internal efforts to improve
the system.

In addition, the bureaucratic school organization has

typically not been as responsive externally as many communities

desire it to be.

VJhat

then have been suggested by educators as

alternative approaches for changing the school organization?

^

2

Ibid

,

p. 62.

Some organizations have excluded administrators from member-

ship.
3

Richard I. Miller, editor, Persp e ctives on Educ ati onal
Change (New York: Appleton-Century-Crof ts 1967), pp. 316-320.
,
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Suggeste d Alter natives for Organizatio nal Change
This study is not intended as an exhaustive
delineation of

all possible alternatives for organizational
change.

Instead, the

four areas of (1) flexible scheduling,
(2) schools without walls,
(3)

extended school year, and

citeci as examples of

(4)

education by appointment are

potential restructuring efforts that meet

the organizational change criteria suggested by Bennis:
1*

full and free communication, regardless of rank and
power

2.

Reliance on consensus, rather than on the more customary forms of coercion or compromise, to resolve
conflict

.

The idea that influence is based on technical competence and knowledge, rather than on the vagaries of
personal whim or power.

4.

An atmosphere that permits and even encourages emotional expression, as well as task-oriented acts.

5.

A basically human bias, one which accepts the inevitability of conflict between the organization
and the individual, but which is at the same time
willing to consider such conflicts on rational
grounds

The concept of flexible scheduling has been utilized on a

limited basis primarily to meet individual needs of students.

Flexible scheduling has been defined as the dividing the school
day into varying lengths of time depending upon the instructional

objectives being attempted by the student.

Although a variety of

attempts have been made, few public schools have reached the
potentia.1 that seems to be inherent within flexible scheduling.

1

Bennis,

_op.

cit

.

,

p.

19.
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There have been a variety of advantages listed for
changing
a school organization using a flexible schedule.

The following

lrsc of advantages reflect the precept ions of teachers
in atten-

dance at a flexible-modular scheduling conference in Florida:
1.

Provides alternatives for teachers in how to teach
a course.

2.

Avoids teachers unnecessarily repeating lectures
from two to five times.

3.

Gives opportunity for teachers to work with small
groups and individuals.

4.

Utilizes staff strengths and minimizes weaknesses.

5.

Increases cooperative planning.

6.

Allows students the opportunity to participate in
small group discussions.

7.

Provides students and teachers with variety in their
school day. 1

The advantages listed above have reflected operational statements
that fulfill in part the criteria suggested by Bennis.

However

the flexible schedule should be recognized as a technique to

structurally change the school organization and not be considered
an end in itself.

The pitfalls that can result in a flexible schedule were

likewise enumerated by teachers at the same Florida conference.

These have been identified as the following:
1.

Level of teachers' aspirations raised beyond the
resources normally available to make the program
completely functional.

Marshall L. Frinks, project director, "Flexible -Modular
Scheduling Training Session Post -Workshop Report" (Florida:
Department of Education, Bureau of Curriculum and Instruction,
1970), p. 7.
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2.

Lack of teacher skills in large, small and
lab groups.

3.

Lack of appropriate independent study
facilities
equipment and materials.

4.

Inability of students
scheduled time.

5.

Lack of establishment and follow through of ongoing evaluation.

6.

The unsure teacher becomes threatened when teachino
with and in front of his colleagues.

7.

Lack of utilization of personnel with previous scheduling experience during developmental and implementat ion
phases

<to

effectively utilize un-

Operation of a Flexible Schedule in a High School
In discussing the operation of a flexible scheduled high

school, this paper will focus on three basic topics:

(1)

develop-

ment of the schedule; (2) a typical teacher’s day; and (3) a typical student's day.
The schedule as a tool to create organizational change must

be carefully planned in relationship to the philosophy and aims
of the school district as well

within each learning area.

a.s

the instructional objectives

While there is no universal method of

consistently developing such planning efforts, it has often been a
mutual venture for the administration and teachers.

One of the

first considerations has often been a different staffing arrange-

ment in the high school.
(1)

Questions that are often raised are:

Will departments remain fixed?

learning become a reality?

'Ibid,

p. 7.

(3)

(2)

Will interdiscipline

Will .planning and teaching-teams
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exist?

Whether the staffing arrangements are structured
as traditional departments or team teaching, the various
groups within a
school can begin to make some decisions about
courses to offer,

amount of time needed, physical facilities needed,
and modes of

instruction.

A second major consideration in schedule development directly
effects the students.
he desires to take.

Typically, each student requests the courses

While counselors have usually played a major

role in this function, it has been suggested that each teacher become a counselor for a limited number of students (10-15),

Under

such an arrangement, the teacher would work out problems with the

counselor

ano.

wou Id continue to function as a teacher -counselor to

this group of students throughout the school year.

When the student requests have been received by the adminis-

tration on an appropriate card either for the computer or for hand
processing, the schedule-building process has begun.

There have

been many kinds of flexible schedules, and the one that is briefly
described here is called a flexible-modular schedule.

This means

that the school day has been divided into short time periods ranging from 15 to 30 minutes each.

These short time periods are then

put together into varying lengths of time depending upon the para-

meters established by the teachers, administrators, and requests
of students.

A final arduous task is that of working out conflicts between

requests and program parameters.

While there appears to be a
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growing trend toward the use of computers in
scheduling, there
have been many varieties of schedules.

Other examples are the

daily -demand schedule, the block of time schedule,
the class rotation with varying period length schedule, and
the rotation of

class schedule.

A Student’s Day with a Flexible Schedule

follow ing typical student’s schedule has been extracted

from an actual high school program.
gement:,

the student has at least 30 per cent of his time unsched-

uled during each day
^•^Oa

,

Under this particular arran-

library

,

.

He has options of spending it in a quiet

science laboratory, Englxsh— hxstory laboratory, art

room, homemaking laboratory, project area of gymnasium, commons,

business eduction laboratory, or mathematics laboratory.

On

Wednesday, he would start his first class at 10:20 a.m. with
Typing, continue in a large group experience at 11:00 a.m. in

Physical Education and then proceed to a small group in History
forty minutes.

After lunch, the student would complete his

classes during the day with a forty -minute large group History
lecture.

This typical day over 50 per cent of the student's day

v/ould be composed of learning options to be decided upon by the

student.

However, the rest of the typical week would be more

structured with Thursday being totally scheduled for large group
lectures, laboratory and small-group seminars.

\j. Lloyd Trump and Delraas F. Miller, Secondary School
Curriculum Improvement, Proposals and Procedures (Boston: Allyn
and Bacon, Inc., 1968), pp. 307-316.
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A Teacher’s Day with a Flexible Schedule

A teacher’s schedule would reflect the amount of time
that
students have been offered for unstructured learning experiences.
A typical teacner's day has been selected from the same school
in the history department.

On Tuesday the teacher would have his

least structured day.

From 12:20 to 1:00 p.m. he would have two

small group seminars.

The balance of the day is identified as

open on his schedule.

However, the teacher's schedule indicated

that shared responsibilities are expected with the rest of his

team for an English-history laboratory containing 170 students.
The teacher’s schedule has also provided for time to meet with

individual students in order to individualize the learning process
1

with them.
The flexible schedule, while only one tool that can be used
to change bureaucratic school organizations, can also become rigid

and enhance a bureaucracy.

Some authors have suggested concepts

such as the school without walls, the extended school year, and

education through appointments as additional options for changing
organizational structure
In an effort to more nearly meet individual learning needs of

students, such places as Philadelphia and Chica.go have designed

programs for schools without walls.

2

The organizational patterns

"^Eugene R. Howard, ’’Flexible Scheduling an Aid to Independent
Learning," a report on Ridgewood High School, Ridgewood, Illinois,
1968. (Mimeographed).
2

Steve Wilson, "Study of Differences Between Former School
and Metro," The Metro School (Chicago: Urban Research Corp. 1971).
,
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of these programs are quite different from those
of traditional

programs since the intent of each of these programs has
been to
take their instructional programs beyond the confines
of class-

room walls and in effect, have the broader community
resources become the school.

The Philadelphia Parkway program has been in operation for

nearly two years.

The program has been described as not having

any central school building.

Classes meet in a variety of places

around the city, such as museums, businesses, and city offices.

Licensed teachers are supplemented by full-time college interns
and part-time community helpers.

College students work one

semester and are typically paired with regular teachers.

These

instructional teams are responsible for small groups of fifteen
students in a number of subjects.

The Parkway Project functions

under the Philadelphia Board of Education.

Although students are

required to take certain subjects, after these basic courses have

been taken

,

the student may choose from approximately two-hundred

and fifty other courses that are also offered.

Half of these

courses are led by local experts from the community.
Classes within the School YJithout VJalls are small and mobile.

One typica.1 class meets on Fi'iday from

3 to 5 p.m.

Student

interest in the school is high; for example, in the 1969-70 school
year, 500 students were selected from the 10,000 who applied.^

Kenneth G. Gehret ’’School Without VJalls Encompasses the
Community,’’ The Christian Science Monitor, July 25, 1970.
,
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A prograin known as the Metro School has been in operation in

Chicago for the past two years.
premises:

(1)

Initially, it was formed on two

students must have control over the directions of

their own learning; and (2) the resources of the entire city of

Chicago, including its businesses, its cultural institutions,

and its community organizations must become a laboratory for
learning.

The educational prograjn was developed as a means for

designing an alternative high school around three types of experiences:
(3)

(1)

units of learning, (2) counseling groups, and

courses that unified specific learning.

The ’’units of learning" experiences were used as a means for

assisting in the transition from a traditional program to the

Metro program.

For example, if students needed to fulfill an

English requirement, they might select creative writing, reading
laboratory, and filmmaking within the units of learning experi-

ences .

Counseling groups led by Metro teachers or Urban Research
Corporation personnel were held two hours each week.

The purposes

of the counseling groups were for students to make decisions about

what learning activities they wanted to participate in, to evaluate their progress toward particular goals, and to come to know
a diverse group of students from all over the city.

The counsel-

ing groupc also communicated information to students about meetings, schedule changes, distribution of bus tokens, and aided in

the completion of specified forms.

The third area within the Metro School program consisted of
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f oouiation of federal legislation
which was1 supposedly designed

to reform them.

The questions that were raised
regarding cur-

riculum reform often focused upon
what expectations were held by
various community groups for their
schools.
Rafferty stated that
the curriculum (particularly in the
elementary and junior high
schools) had little or no relation to the
only really basic issue
of the past 15 years- -national survival. 2

Since 195/ the concern over curriculum.
improvement has

accelerated, and at the same time, the amount of
knowledge to be

acquired continues to increase. 3

As a result, the answers that

are provided to current curriculum problems will
often become

obsolete for future questions.
ha\e resulted in students'

Often new curriculum developments

learning experiences becoming more

fragmented so that they have fewer opportunities for integrating
their increasingly diverse learning experiences.

Care must be

maintained so that curricular materials are developed that address
V;hat is

most important xor students to learn.

Another important

question focuses upon how we can develop sufficient learning
experiences to meet the different needs of students?

Berman has

indicated that preselecting facts for children to learn often
inhibit them from seeing the intrigue and excitement involved

pp.

J ohn I. Goodlad
12 8 -ISO.

,

S cho ol

,

Curriculum

,

and the Individual,

2

Max Rafferty, Suffer Little Ch ildren (New York:
Adair Company 1962), pp. 130-1.
,

3

Alvin Toffler, op. cit .

,

pp. 30-1.
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cases, the teacher serves as the ogre
that forces students1 to
learn.
Students have reported that little of
what they have been

Made to learn Makes Much sense to then,
except for sone of the
More visible skills of reading, writing,
and computation.
The third area of discussion has
focused upon the influence
of college expectations upon curriculum
for elementary and second-

ary schools.

Dwight Allen recently reported that elementary

schools have been charged primarily with skill
development in
reading, writing, and numbers; that the junior
high years have

been charged with little specific responsibilities;
and that the
high school years have been designated as
preparation for college
success or vocational success.*'

Many high schools have designed

their curriculum primarily as a means for students to
gain college

entrance, and in those cases, little has been changed to modify
the curriculum so that it might reach individual student
learning

needs

Need for Curriculum Ch ange

The sputnik launch in 1957 triggered a temporary curriculum
study reform movement, and educational critics expressed their

concern over the failure of the schools.

For example, Rickover

was critical about the failures of schools and assisted in the

1

Mary Alice White, "The View from the Pupils' Desks,
The U rban Rev ie w II, Apr i 1 1968
,

-

'

,

2

Dwight W. Allen, Presentation at Louisville, Kentucky,
February, 1971. (Recorded)
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the most widely used instructional
material for teaching and
learning.
In a study conducted by John I.
Goodlad in elementary

schools to determine what the reform
movement actually had changed in schools, he found that the
curriculum was much the same as
it had been 20 years ago. 1

While textbooks can serve as an ef-

fective part of the curriculum, they have
often become the only
part of the curriculum, and this problem
has been compounded by
the prevailing textbook focus upon cognitive
learning.

As a

result, other types of learning (e.g., affective,
perceptual,

motor, and aesthetic) have often been omitted
from the curriculum.
A second area of discussion has focused upon the role
of the

teacher as the curriculum implementor.

Goodlad reported in his

study that teaching was predominately telling and
questioning,

with children responding one by one or occasionally in chorus.^
Other reports have characterized the teacher as working
primarily

within a confrontation situation with many underlying attitudes
of
hostility occuring between teacher and students.
The teacher has often perceived his role as being responsible
for insuring that students complete all of the material within
a

given textbook.

Only in relatively few and scattered cases have

teachers utilized their creativeness and individualized the cur-

riculum content to meet student needs.

Unfortunately in many

^John Goodlad, "Curriculum: A Janus Look," Teachers College
Record 70, No. 2, November,
1968.
,

2

Ibid,
3

Ibid
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group basis.

Teachers'

strength would become known to the stu-

dents and leadership styles would be developed
through in-service
education.

Decisions would be made by consensus and managerial

tasks would be completed by those on the staff
best suited for the
tasks.

Extensive pre-service and in-service programs have
been

advocated by Brown to move toward this concept of
education by
appointment

1

Curriculum Change
A Description of Prese nt Curr cnlum

Public schools have been given the responsibility of preparing children and youth for a world environment that is yet to be

developed

,

and one of tne major vehicles utilized in carrying out

this responsibility has been the school curriculum.

The term

curriculum is used here to describe the learning opportunities
that are provided at a given time and place.

Initial attempts

toward curriculum reform have been identif 5_ed as beginning around
the time ox the successful satellite launch of the Russians in
2

1957.

Since 1957 there has been a strong effort to update the

curriculum areas of science and mathematics.
Present curriculum has continued to rely upon the textbook as

1

Franklin Bobbitt, The Curriculum (Boston: Houghton Mifflin
Company, 1918), and Hoxv to Mak e a Curriculum (Boston: Houghton
Mifflin Company, 1924).
2

...
m

John I. Goodlad, School Curriculum R e for m
the United
States (New York: The Fund for the Advancement of Education,
1964), p. 9.

1
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how to learn but who are also willing
to accept the major res-

ponsibility for their own learning.

The notion of independent

learning has been suggested as a
developmental learning process
that could begin in the very early
years.

Under such an arrange-

ment, students are lead from conventional
classroom settings where
the predominant instructional approach
is through lecturing, reading and reciting; to an independent study
setting where they can

learn to search for meaning to their own lives
as well as engage
in exciting ways of learning basic ideas.

Since students learn by a variety of styles, differences
in
r\

learning approaches need to be provided for.

Students can uti-

lize a variety of independent learning options
depending upon

their learning styles or relative need for structure.

The learn-

ing by appointment concept has offered a total school
program

based on independent study.

Independent study has been defined as

an opportunity for students to master an area of knowledge through

independent organization and learning. 3
The role of the teacher in the learning by appointment concept changes to one of idea developer and learning facilitator.

He must be capable of helping students develop ideas, objectives,
and plans to achieve those objectives on a one-to-one or small

B. frank Brown, Educati on by Appointment:
New Approaches
to Inde pend e nt Study (West Nyack, New York:
Parker PubFishlng"’
Company, 1968), p. 55.
2
I

bid

,

p.

58.

3

Ibid, p. 77.
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technological innovations.
An example of a teacher's utilization
of time within an

extended school year could be as follows:

Teachers could be con-

tracted for 9 to 12 months depending upon
their responsibilities,

lhe school would be in operation for a
twelve-month period.

dents could select any nine-month period for
attendance.

Stu-

Within

the teacner's contract would be a designation
for specific indi-

vidualized in-service experiences that would assist
in developing
his effectiveness.

Teams of teachers could be formed with differ-

ent assignments to meet the student load at any given
time during
the twelve-month period.

Teachers, likewise, would have their

individual needs met by providing options such as three-month

vacations anytime during the school year.

Similarily, utilizing

the criteria for implementing extended school-year programs can

provide additional possibilities for changing the organization of
the school.

The essential ingredient is the emphasis on in-service

education to expand and change the role of the teacher in the extended school year.

2

Brown has suggested a third alternative for organizational
change.

He has suggested that every high school faculty adopt as

a major goal the development of students who not only have learned

^Arthur W. Eve, "The Extended School Year and Flexible Staff
Organization," Massachusetts, School of Education, University of
Massachusetts, 1969, pp. 1-7, (Mimeographed).
2

John D. McLain, "Emerging Plans for Year-Round Education,"
Compact 4, December, 1970, pp, 7-8.
,
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want; and (5) friendly atmosphere and good race
relations. 1
The Retro program has been carefully developed
to provide as

nearly as possible, programs to meet the individual
needs of its
students.

While the program was expanded during the 1970-71
school

year, a careful evaluation is currently being completed
that will

alter, refine, and replace elements within the program
in order

to

make it a more viable alternative for school organization. 2
A second alternative for suggested organizational change has

been through the implementati on of an extended school year.

By

extending the school year and including relevant in-service education activities as a major part of each school day, the organi-

zation can not only be changed but instructional programs can also
include various components that effectively meet student needs.
The question is often asked about implementation of the extended
school year plan.

Eve has suggested that the following areas be

carefully considered in any in-service education program:
of performance criteria;
(3)

(5)

use

use of variable entry and exit points;

use of continuous diagnosis and evaluation;

structional alternatives;
(6)

(2)

(1)

(4)

use of in-

priority of timing and location;

expansion of instructional resource personnel; and (7) use of

Steve Wilson, "Study of Differences Between Former School
and Metro," T he M etro School, a Report on the Progress of Chicago's
Experimental School Without Walls (Chicago: Urban Research Corporation, 1971)
p. 83.
,

2

Donald R. Moore, Thomas A. Wilson, and Richard Johnson,
T he Metro S cho ol, A Report on th e P rogress of Ch icago's Experl Scho ol 'Without Walls (Chicago: Urban Research Corporation, 1971)
pp. 1-112.
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course content.

A core

oi

course topics have been developed

in:

communications, action orientation (problem
solving in the
city, e.g., If I don’t know, how
can I learn it?) and neighborhood
study
The students participating in the
program were randomly

selected so that they represented an ethnic,
racial, geographic,
and academic diversity of the city’s high
school population.

Fifty-six business, cultural, and community
organizations have

been willing to provide staff time, money,
equipment, and space to
support this school without walls concept for
urban education.

Although only 150 students were included in the
program during the first year, the school board has expanded
the program to

include 350 students during the second year and has
expanded the

teaching staff to 20 full-time teachers.
of the program a dirferent,

During the second year

larger central meeting place was

obtained to introduce a core of learning experiences, shorten the

counseling group meeting time, and lengthen the planning time for
teachers in the progran.

While logitudinal studies are being compiled, the initial
evaluative reports have indicated a number of positive effects.
For example, when students were asked, what the most important

difference between Metro and the school they went to before was,
some of the replies were:

(1)

freedom to talk to teachers, (2) use

of the city as a learning device, with freedom to move about,
(3)

freedom to do what you want, smoke between classes, eat when

you want,

(4)

indejx?ndent thought and freedom to say what you

40
with learning.

•*

Curriculum revision has also been
emphasized as a necessary
prerequisite for preparing students for
a life of change.

One

major impact of this state of
change has been a condition already
existing in many people today that
has been identified by Toffler
as future shock.
This concept has been defined as
the shattering
stress and disorientation individuals
have because of experiencing
too much change in too short a time. 2
Toffler has predicted that

machines will increasingly take over the
performance of routine
tasks while men will be responsible
primarily for intellectual and

creative tasks.

He has further reported that in the future
indi-

viduals will have to cope with even more
hectic and dramatic
changes than we do today. 3

Many of the existing curricular ma-

terials in the schools have been based primarily
on the past, and

while it is important to have some sort of
balance in the curricu
lura

in order to accomodate community expectations
which are often

directed toward the past, instructional programs should
also be
directed toward the ruture,

With the acceleration of chanae

students will need to feel comfortable with the pressures that
often accompany change

ambiguity.

students

1

,

and they must develop a tolerance for

Curricular materials that place an emphasis upon the
learning how to learn, accepting major responsibility

for their own learning, and developing positive attitude patterns

Louis Berman
2

3

,

op. cit

.

Alvin Toffler, op. cit
Ibid

,

pp. 356-7.

,

.,

p.

12.

pp. 4-6.
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should be increasingly utilized
if the schools are to
assist in
preparing students for a life
of accelerating change.

Suggested Altern atives for Curri
culum Revision
Even though there has been
a great amount of curriculum
reform, the amount of change
actually implemented in the classroom has been negligible.
Often, the curriculum implementation
process has been viewed simply
as a means for continuing the

present curriculum under a different
title.
one reason for

fai.-.uie in

It would seem that

the implementation of new
curricular

material might be the lack of teacher
involvement in developing
those curricular materials.
A number of alternatives have been
suggested that offer the

potential of meeting and perhaps exceeding
the needs identified
for curricular change.

Two promising alternatives have been in-

cluded, and each of these examples will be
discussed briefly.

Tne basic purposes of the Allen Model have
been to:

mate

(1)

elir.i

the traditionally well-def ined subject disciplines;
(2) and

meet current and future individual needs of students.

As a result

of the continuing knowledge explosion, the
emergence of future-

oriented communities, and the need for life in a world of
change,
the traditional subject disciplines of Mathematics, Science,

English, and Social Studies are beginning to have less utility
as the major areas within the curriculum*

1

Review

If

wo; also accept the

John 3. Goodlad, 'The Schools vs. Education," Saturday
April 19, 1969.
,
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prcraxse that each person is an individual
and needs to be pro-

vided with unique learning experiences,
this offers a challenge
to develop curricular materials based
upon those individual

student needs.
The Allen Model

has proposed that the entire school curri-

culum be developed around the areas of:
(2)

Communications, (3) Aesthetics, and

(1)
(4)

Human Relations,
Technology.

A brief

discussion of each of these proposed areas follows.
The human relations learning area would include the
develop-

ment

such concepts as self -development

oj.

,

working with others,

and development of positive attitudes and consistent value

pa ctern^

While experiential learning would become an important

.

mode, student benavior diagnosis would become a basis for

meeting individual student needs.

Human relations could become

the integrative tool for the other three learning areas.

Communications would include a wide variety of skill development.

The visual, oral, and non-verbal communications would be

emphasized.

An entire range of processes could be offered from

the necessary knowing skills to synthesizing communications.

If

a faculty desired to use communications as the integrative learning area, the other three learning areas could be subordinate to

communications

1

Dwight W. Allen, "Performance Curriculum I and II,"
University of Massachusetts, School of Education, 1969, (film
presentations), and presentations made by Dr. Allen, 1969.
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Aesthetics would include development in
the arts, performing and manual;

the development of an acceptance of
beauty; and

toe development of emotions and
sensations.

most directly upon affective learning.

This area would focus

It is recognized, however,

that the experiences developed are
integrative, i.e., cognitive,

affective, and psychomotor learning would
be completed as a whole.

Aesthetics would also be involved and closely
interrelated with
each of the other three areas.

The aesthetics learning area could

become the focal point for the other three areas if
desired.

Technology would include a wide variety of specialized
learning experiences designed to meet the widely
differing needs and

interests of students.

It is envisioned that the community and

the school would develop and implement the technology learning

area.

Community resources could be extensively utilized by the

school in order to offer realistic experiences for the students.
It

a major emphasis of a particular school was directed toward

technology, it is conceivable that this area would be the focal
point for the other three areas.
In order for school districts to develop and implement the

Allen Model, it would be necessa.ry for them to determine their
own philosophically appropriate base for support of the model.

Such a proposed curriculum could even integrate present programs.
For example, English might be integrated with other dimensions of

communications; Social Studies might be integrated with the
aesthetics, communications, and human relations areas

;

and Science

Mathematics and Industrial Education might be included with technology.

Physical Education could be integrated with communication

human relations, and aesthetics.

While the Allen Model includes an
altervative for curriculum
revision, there are other suggested
alternatives, one which has
been termed the Three-Tiered School.
Under this alternative,
there would be three different areas
within a school program:
(1)

skills and knowledge;

(2)

personal talent and interest-

identification; and (3) social action and
exploration of self and
others
.

Tier I, skills and knowledge development

,

serves as the in-

formation and basic skills, learning to learn
skills, and major
concepts of specific disciplines that are most
needed as essential

building blocks for cognitive development of the
child.

Tier

I

would include reading, computation, writing, and
speaking skills,
as well as basic information and ideas contained in
the social

studies, science, and other disciplines.
Tier II, personal talent and interest-identification,
is

highly individualized.

While in the first tier content was pro-

vided foi the child, in Tier II it is drawn forth from him in
the
form of whatever talents and abilities exist or may be discovered.
The range of diverse learning experiences exists and is encouraged
as a means of developing interest and talent. 2

Tier III

,

social action and exploration of self and others

may be thought of as group inquiry into:

(1)

the issues and

bar io Fantini. anc Gerald Weinstein, Making Urban School
Work (New York: Holt, Rinehart and Winston, Inc., 1968), p. 30.
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problems of social action which
are personally related to the
students; (2) the exploration of
self and others.
Inherent in
this tier are programs for
developing, power, identity and
connectedness
It is envisioned that in Tier

I

there would be self-

instructional centers that would be open
seven days a week and at
night for the development of basic
skills. While basic skills
could be learned both in and out of
school, content and process
skills would be learned primarily in school.

Tier II would have

talent and interest centers both in school
and out of school.
Tier III would be identified with action
projects and activities
that involve students in the power dimension.

The greatest strengths of the Three-Tiered School
would be

first, developing basic skills and concepts, then
branching the

program to diverse numbers of learning options, and finally
assist
ing the student to develop his power, identity,
and connectedness
in an individual manner.^
It would appear that these two briefly described alternative

curricula mighc eifecti.vely mesh with other develoonients in
restructuring instructional programs to meet the criteria of content as process.

This implies that the critical content of any

learning experience is the method or process through which the

.2

,
learning
occuis.

Other examples of curriculum alternatives that

1

Ibid

,

pp. 30-45.

2

Neil Postman and Charles Weingartner, Teaching as a Subver sive Activity (New York:
Delacorte Press', 1969), p. 19.
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stress the use of content as process
have been identified by
Berman as a process curriculum 1 or
Esbensen as a performance
,

learning curriculum.

Staff Utilization

A_De s cription of Present Staff Usage
The description of the existing organizational
model for much
of education must, of necessity, include
staff personnel.

Since

the focus of this document is primarily on
teachers, the following

personnel description will deal primarily with the
traditional
role of teachers.

The three areas that have been utilized to

organize the information in this section:
as interchangeable p>arts;
(3)

(2)

(1)

the use of teachers

teacher training and experience; and

teacher certification.

Teachers have often been employed in schools as if they were

interchangeable parts.

Although teachers have occasionally been

selected on the basis of specific criteria such as personality

characteristics, predictability of teaching effectiveness has not

been correlates with measurement of personality characteristics.
In spite of a search for over fifty years to develop an effective

means of selecting teachers for certain skill strengths and

personality traits, the regrettable fact is that many of the

1

Louise M. Berman, op. cit
2

.

,

pp.

179-91.

Thorwald Esbensen, Using Performance Object ives (Florida:
Department of Education, 1970)
pp*. 5-39.
,
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studies so far have not produced significant
1
results.

For

example, studies that identified good
teachers have indicated
that these teachers should be friendly,
cheerful, and sympa2
thetic, rather than cruel, depressed, and
unsympathetic.

Miller

has concluded that such an empirical
approach to the specification
to teacher selection criteria is a delusion. 3

In an effort- to

eliminate a personality approach to teacher selection,
some districts have completed task analysis and specified
performance

criteria for selection purposes.

Under such an arrangement,

teachers have been offered a contract that covers a
specified
number of tasks that are to be satisfactorily performed
according
to specified criteria.

Each teacher has a somewhat different job

description depending upon the individualization of the curriculum
and the delineation of teaching tasks.
A second area within which to veiw the traditional utilization of staff members has been teacher training and experience.

A teacher’s level of training has often been equated with his
number of degrees and/or hours of college and university credit.

Numerous programs have been attempted that were supposed to in-

N. L. Gage, Editor, Handboo k of Research on Teaching

Rand McNally and Company, 1963), p. 574.

(Chicago:
2

Ibid

,

p.

574.

o

N. E. Miller, "Liberalization of Basic S-R Concepts:
Extension to Conflict Behavior, Motivation and Social Learning"
K. Koch, Editor, Ps ychology
A St udy of Science, General Syst ematic Formulations L earni ng a nd Sp ecial Pr ocesses (New York:
McGraw Hill Book Company, 1959), pp. 196-292.
,
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sure that teaching success should inevitably
be related to formal

teacher training and experience and numerous
studies have at-

tempted to determine the correlation, if any
success and teacher training programs.

,

between teaching

However, Stern, Stein,

and Bioom have stated that teaching success
is a standard of per-

formance xn a specific work situation that some
.individuals are
sard to manifest.

Thus, the criterion for effective staff uti-

lization follows the performance necessary to achieve
the standard

Determination of success on the basis of training and
experience
has yet to be accomplished.
The area

Oj.

tea.cher cert 5.f icat ion has aJ.so been identified as

crucial to the development of present staff utilization patterns.

Frinks has indicated that althougn cert if icat 5.on was originally
a
help, it is now a stumbling block for many students.

Historically

cer cir icat ion has been accepted as a vehicle for establishing and

maintaining standards for the preparation and employment of persons who teach in the public schools.

Certification is presently

viewed by some as inhibiting teacher growth as a result of its
rigidity and inflexibility; and often bears little relationship to

pre-service and in-service practices.

Nearly all of the critics

agree that certification is not presently under the control of

educators.

Likewise, they agree that the educators must be given

1

G. G. Stern, M. I. Stein, and B. S. Bloom, Methods in
Personality Assessment
(Clencoe, Illinois: Free Press, Inc.,
~
1956T.
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larger responsibilities for
their own future

1

Teachers have
been a part of maintaining the
interchangeability, training,
experience and certification
syndrome. There have been, however, a number of efforts
designed to assist some needed
changes
in the manner in which staff
have been
.

,

utilized.

Need to Change Staff U tilizati on

While some schools have utilized
teachers as the information
givers in the classrooms, others
have identified teaching task
responsibilities on the basis of
performance criteria.

As

teachers more and more come to be
recognized as individuals

tvho

have varying needs, interests, and
competencies, school programs
can be developed that build upon these
needs, interests, and

competencies.

For example, a survey of journalism
teachers in a

Midwestern state revealed that less than
one-tenth of them had
included journalism in their formal college
training, when
asked how they became involved with journalism,
the nearly unani-

mous response focused upon their interest in
the subject

and

their feeling that they were making a contribution
to the school

and community.

A study of teacher characteristics

in a Western

state revealed that the general dissatisfaction with
professional

Marshall irinks, "Planning and Effecting Improvements in the
Preparation and Certification of Educators: Emerging State
Relationships and Procedures," Improving State Leadership in Education Project, Edgar L. Morphet, Director, April, 1971.
2

Ball State University, "A Survey of Indiana Journalism
Teachers in High Schools,'' J ournal i sm News let ter October, 1969.
,
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limitations and conditions of work are at least
as important, if
not more important than salary, as a cause
of teachers leaving the
profession.

One step toward meeting individual teacher
needs

can be taken by recognizing different kinds of
teaching performance

Although teacners have acknowledged a desire to be
recognized
as individuals,

there have been few attempts to implement the con-

cept of teacher individuality.

For example, if all teachers have

nearly the same responsibilities with relation to students,
one
might conclude that teachers are equal in performance,
when in
reality, using whatever criteria desired to determine teacher
per-

formance, one would have to conclude that teachers are different.
As techniques become more precise in matching respbnsibilities to

teaching tasks then teachers can become more efficient in providing individualized learning experiences for students.

Suggested Alternatives

f or

Staff U t ilization

Two suggested alternatives for staff utilization have been

included in this discussion.

These alternatives have been termed

team teaching, and differentiated staffing and a brief discussion
of each of these concepts follows.

Team teaching has been utilized as a means of fulfilling

individual teacher needs.

Recognizing that teachers have differ-

ent needs, interests, and competencies, some teachers have become
part of groups that plan, teach, and evaluate.

Team teaching

^"Robert J. Addington, "Sampling Techniques for Administrative Decision Making in Education" (Unpublished thesis, Los
Angeles: University of Southern California, 1965).
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by definition means a group of two or
more teachers and their

assistants, that is involved in planning,
instructing, and evaluating in one or more subject areas
with a group of students using
a variety of teaching techniques. 1

Team teaching usually involves a change
in traditional teaching roles.

In the same way that a team of teachers
can develop

instructional programs based on student needs, they
also can
implement such a program based upon the teaching
tasks needed and
the competencies within the team.

Where there are areas of teach-

ing skill development that need improvement,
in-service programs

can be designed.

For example, if diagnosing student needs becomes

a priority for some team members,

in-service programs can be pro-

vided to assist teachers in assuming this change in role.

Team teacoing in most cases actually utilizes an identi-fied
leader and provides for the team to have planning time within the

school day.

During their planning time, team decisions are made

on instructional objectives, learning opportunities, and which

teacher on the team would be best equipped to complete the various learning opportunities.

If there are teacher assistants,

interns, and/or aides, they would also be a part of planning.
A second characteristic of team teaching is that the team

actually implements the planned lesson.

Each member of the team

has his role identified during the planning session and performs
in such a way as to fulfill team expectations.

For example, some

1

Melvin P. Heller, Team Tea c hing (Dayton. Ohio:
Catholic Educational Association, 1967).

National

52

team member can effectively provide
largo group presentations,
other team members might more
appropriately handle small groups,
and still other members could
provide for the independent study.

A third characteristic of team
teaching occurs when the team
evaluates the effectiveness of the
planned lesson and suggests
how it might be improved.

Some teams have developed observational

skills within their team membership in
order to accomplish the

evaluation of lessons.

Observational criteria used to record what

has gone on in the way of objective achievement
has been suggested
as a means for determining team effectiveness.

1

Under such an

arrangement, the observer could write down the
number of students

wno responded in the discussion and diagram the
discussion pattern
in the classroom.

The observers might then meet with the team

and interact on their objective data in an effort to
improve the

team effectiveness.

Team teaching has in a number of instances

been developed into a school-wide means of providing more efficient staff utilization.

In addition, some schools have used team

teaching as a means for building their teacher competencies.
Dif eren t iated staffing is a term that has been used to dej.

scribe another alternative for staff utilization.

Differentiated

staffing can be defined as a means of matching on a school-wide

basis teacher responsibilities and expertise to accomplish the

1

Robert Goldhammer Clin ical Supervision, Special Methods
for the Supervision of Teache rs (New YorlTi Holt Rinehart "and
Winston, incorporated, 1969), pp. 83-91.
,

,

53

task of meeting individual student needs. 1

Edelfelt has sug-

gusted that one way of viewing differentiated
2
staffing would be
to examine the concept of the teacher
and his staff. This concept suggests that the teacher would
have a support staff of

assistants, and the make-up of the teacher’s
staff would depend
upon specific teaching responsibility and
assignment.

Criteria

to support this definition have been
developed utilizing:
(1)

individualization, (2) decision-making,
(3) collegiality

and (4) professionalism. 3

Individualization as used by DeBloois refers to the uniqueness of each teacher.

Teachers have their own physical indivi-

duality as well as their varying interests and expertise.
effective use

oj.

The

each teacher within a school depends in part on

identifying teacning tasks necessary to help students achieve
instructional objectives.

The teacher can sometimes best func-

tion within a team to utilize his capabilities.

The individuality

of the teacher can also be maintained through inter-disciplinary

and multi-age groups of teachers and students respectively.

A

^Bernard H. McKenna, "Differentiated Staffing: A Proposal for
Redesigning the Education Professions" (Washington, D. C.: TEPS
Commission, National Education Association, 1970), pp. 1-16.
2

Roy A. Edelfelt, The Teacher and His Staff: Diff e rentiated
Roles for School Personnel Washington D. C.: TEPS Commission
National Education Association, 1970), p. 5.
(

3

.

,

Michael DeBloois, "Beyond Bureaucratic Staffing: An OrganicAdaptive Model for Public Schools" (Unpublished Ed.D. dissertation,
University of Massachusetts, 1970), p. 81.
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-

resource bank of available staff expertise might
also be developed
to enhance teacher individuality.

Decision -making utilizing differentiated staffing
becomes
shared between teachers and administrators.

The questions of

power, responsibility and accountability become defined
with

teacners and administrators.

For example, job descriptions have

been developed for each person within some schools as a means
for

determining shared responsibilities, power and accountability

with teachers and administrators.”
Collegiality has been defined as a qualitative relationship

between teachers and administrators.^

Relationships that enhance

collegiality tend to be those where peers with different kinds of
knowledge, interests and expertise work together on solutions to

problems rather than working as individuals upon problems by themselves.

The interpersonal relations between teachers and admin-

istrators can often become a positive basis for collegiality

development

Professionalism has been identified by DeBloois as a fourth
criteria that supports the concept of differentiated staffing.

Professionalism reflects a devotion to students and position
rather than the financial ends.

However, the kinds of responsi-

bilities for teachers should be consistent with the compensation.
Professionalism has also been identified with position status and

^Edgar H. Schein, Organizational P sycho logy (Englewood Cliffs,
New Jersey: Prentice-Hall, Incorporated, 1965), p. 23.
2

Michael DeBloois, op. cit

.

,

p.

81.
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and self -fulfillments

Teachers with their individuality of

needs desire the opportunity to achieve
esteem and selfactualization.

The criteria of professionalism in
differentiated

staffing orchestrated with individualization,
decision making
and collegiality present a potential
for an alternative for

staff utilization.

Differentiated staffing has already become operational
in
some schools.

m

A federal thrust during the 1970'

s

has assisted

the redesign of staff personnel utilization,
and a variety of

differentiated staffing patterns have been developed in
such areas
as Temple Ci cy

,

California, and Sarasota, Florida.

Temple City has differentiated an entire school staff in
some
of its schools into a vertical hierarchy and a horizontal
deline-

ation of responsibilities.

For example, the positions of master

teacher, senior teacher, staff teacher, associate teacher, as well
as auxiliary -suppor t personnel have been identified as a part of
the vert ical hierarchy.

have also been developed.

Horizontal delineation of responsibilities
For example, senior teachers' coordinate

each school's associate and staff teachers in their subject or
skill area.

Added responsibilities at the upper echelons of the

hierarchy involve leadership in curriculum design, establishing

^John W. Gardner, Self -Renewal The In divi dual and the
Innov at ive S oci ety (New York: Harper and Row, Publishers, 1964).
,

2

Some examples of schools presently using differentiated
staffing are, Oak Avenue Intermediate School, Temple City, California; Sudbury Elementary School, Sudbury, Massachusetts; and
Venice Junior High, Sarasota, Florida.
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performance objectives, and initiating necessary innovative
practices.

Salaries have also been equated with responsibilities

and have ranged from $7,000 to $25,000.

Finally, Temple City has

also identified new roles for administrators and a self -regulation

process has been implemented for the evaluation and selection of
staff members.^

Sarasota, Florida, has also implemented a differentiated

scarfing model in some of its schools.

The vertical hierarchy of

professional personnel have been identified through task analysis
and

j'ob

descriptions as:

consulting teacher, directing teacher,

staff teacher, instructor, and resident intern.

The various per-

sonnel in the hierarchy have been distinguished for the most part

by the level of their task difficulty.

The paraprofessional levels

have also been identified as instructional, assistant, aide, and
student assistant.

The final level in the vertical hierarchy has

been identified as the adjunct teacher.
The horizontal differentiation reflects the intent to assign

personnel to perform those tasks they are best qualified for
rather than the assignment of teachers to particular courses or
classes.

Horizontal differentiation has been arrived at by divid-

ing tasks into four broad functions:

development, (3) administration, and

(1)

(4)

instruction,

(2)

staff

planning-research-evalua-

tion-reporting .
Implementation of the Sarasota Model has utilized a systems-

1

John M. Hand, "The Temple City Story, Differentiated Staffing
for Vital Learning," (Temple City, California: Unified School
District, 3.969).
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approach containing six general components.
components are:

(1)

These implementation

a process for staff allocation,

division classification according to size and type;
ment

Oj.

(2)
(3)

school

assign-

unit values to each vertical hierarchy personnel;
(4) pro-

cedure for determining approximate number of job classifications;
(5)

job specification collation for each staff member; and

(6)

criteria for staff performance.
A mid-year evaluation report from Sarasota has suggested that

the mechanics of the model are working.

According to this report,

a large majority of the school staff apparently have been con-

vinced that differentiated staffing is better than the traditional

organizational structure.

The differentiated staffing model has

often resulted in teachers looking more closely at the teaching
function, the curriculum, and the individual student.

Similarily,

the model has gradually changed the roles of the teaching staff to-

ward more efficient use of professional time as well as effective
use of paraprof essionals

.

Finally, the model has provided for

more teacher involvement in the planning and decision-making
process

The mid-year report also pointed out the developmental
Areas that were suggested for continued

nature of the model.

development included a need for evidence of student academic
excellence, greater individualization, human relations for teachers,
job description refinement, and an expanded in-service program.'*'

Pillot "A Ststem of Differentiated Staffing/'
(Sarasota, Florida, 1970), and "Mid-Year Evaluation Report of
Differentiated Staffing Pilot Programs," (Sarasota, Florida, 1971).
*'Gene M.

,
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Educational changes that have been suggested
by educators
have included changes in organization,
curriculum, and staff

utilization.

In each of these areas the discussion
has included

a description, an overview of the need for
change, and suggested

alternatives.

While there was presented a need for extensive

change in schools as perceived by educators, the
public has also

indicated some similar needed changes.
sideration of

five

The final area for con-

need for educational change will be discussed

from the perspectives of students.

Needs for Edu cational
Change As Per cclved by Students
Students as D e cision Maker s
° cuocnts in many traditional schools have had little or no

opportunity to influence the direction of their schools.

Need-

less to say, more and more students have expressed their desire

to become involved in decisions, communications

,

public relations,

and self -directedness
In some instances, students in junior highs and high schools

have been organized by teachers and administrators into student

advisory committees.

These committees have been utilized edu-

cationally as a means of enabling students to look at themselves
and use the resultant information for problem identification, be-

havior modification, and attitude development 3

The outcomes of

such advisory committees have often been the basis for

1

Walter II. Lifton, Editor, Educating f or Tomorrow (New York:
John Wiley and Sons, I nc or por at ecf, ” 1970*), p. 70.
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recommendations to administrators and school committees.
In a rew cases,

students have also served as advisory com-

mittees to superintendents.

Under such an arrangement, the

superintendent provides tine for any student to interact
with
him on proposals for making changes in the school.

This pro-

cedure provides a direct communication linkage from student
to

superintendent
In other schools, where change has become an integral
part

of the program, students have been provided with an opportunitv
to implement suggested changes in selected areas of the building,

lor example, two rooms have been provided in one school for stu-

dents to make decisions. 1

The students have established a govern-

ance board ana designed

educa.tiona.1 program based upon those

a.n

student decisions.

Brid g ing Commun ications

Some schools have designed student communication programs.
In one case, the program served as a means for bridging the gap

between students, teachers, administrators, and community, and
implementation efforts have utilized a newsletter and community
2

seminars.

The newsletter included student concerns and sug-

gested solutions and was distributed on a bi-weekly basis to all

1

Lincoln-Sudbury Regional High School, Sudbury, Massachusetts,
1970-71 school year.
o

"Project Listening," Lincoln-Sudbury Regional High School,
1970.
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members of the district.

1

The student directed community semi-

nars were approved by the school board
and involved student

presentations as well as question and answer
sessions with community personnel.

Student a nd Public Relations

Parents have indicated in the recent Gallup Poll that
they

want to know more about the public schools in their community. 2
In those instances where students have been effectively
utilized
as public relations'

personnel in some schools, the positive im-

pact from Sbuoents interpreting programs to parents and other

ccmmuni

cy

personnel has assisted greatly in implementing suc-

cessxul changes in schools.

For example, in one case where a

high school implemented a flexible schedule, one week of orientation was provided for the students.

In addition, groups of stu-

dents were selected to serve as public relations teams for

developing community understanding.

When the school was visited

by a group of educators one month later, students met the educators in the hall and explained what was taking place through a
2

different schedule. “

Many students have been willing to become

"Continuous Curriculum Development --Rural Education,"
Fairfield Community Schools, Goshen, Indiana, 1968-70.
2

George Gallup, op. c it .

,

p,

109.

o

Evanston High School, Evanston, Illinois, 1967.
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a part

Oi.

such active public relations programs.

In an effort to

first determine appropriate change based on
student perceived
necos and concerns, some schools have involved entire
student

bodies

m

the determination of desired changes.

The following

discussion focuses on three priority student perceived changes

from an elementary school and a high school.
Survey o f Elementary S tuden ts' Perc eived Needed Changes 1
An elementary needs assessment was conducted using the total

population of two elementary schools.

Three of the priority con-

cerns have been included as examples of student concerns.

These

concerns came from the question, "What would you change if you
could in the present school?"

The areas of change that were ex-

pressed have been included in rank order along with student
suggestions

School was considered boring and a waste of time.

More ele-

mentary students (graces 3-6) expressed this concern than any
other concern.

They interpreted boring as too much lecturing from

the teacher and having to learn too many facts.

solutions:

(1)

ing, and (3)

free student discussions;

(2)

They offered as

year-’ round learn-

self -course selection.

Testing and grading was the second concern expressed by the
students.

the entire grading process was discussed as the major

reason for the emphasis on testing.
1

While the students admitted

Phillip DeTurk, Dudley Solomon, Herbert Tilley, "Needs
Assessment of Elementary Students," (Massachusetts: School of
Education, University of Massachusetts, 1970).
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that they wanted some means of knowing
when objectives had been
achieved, some alternative suggestions
offered by the elementary

students were:

(1)

of self-examination;

elimination of some tests;
(3)

(2)

increased use

replacement of all tests with some other

form of evaluation.
The third concern was identified as too
few learning experi-

ences being provided for the students.

Elementary students

identified the length of the school day as confining
and needing
restructuring.

Too much of a typical school day was devoted to

obeying rules and laws, and the textbook was mentioned
as too
often being the primary learning experience.

Suggestions offered

by che students that would expand their learning experiences
were:
(1)

use of the community as a learning resource;
(2) providing

a plac^ where students could teach each other; and
(3) provision
of more time for students to complete their projects.

Su rvey of Sel ec ted Secondary Students’ Perceptions of
~
N eeded C hange sl~

~

An assessment was also completed with a selected group of

secondary students.

The students were asked to respond to the

question, "What would you change in the present school program?"

Three areas of expressed concerns with some suggested solutions
have been included in rank order.
The students stated that they had little or no opportunity to

1

"Needs Assessment, Grades 9-12," Lincoln-Sudbury Regional
High School, December, 1969.
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participate in decision making.

The secondary students determined"

that there was a need for student
input for decisions.

While the

students had little- interest in making
the decisions, they had
much interest in exploring possible
solutions. Students identified decision-making as resting
primarily with the administration,

and there were few students who realized
that there already existed
an appointed advisory student committee.
Some suggestions to resolve this priority concern were:

(1)

students should develop a

proposal for the principal to consider;
(2) expand the number of
student advisory committees; and
(3) provide areas for students to

ma^e decisions about parts of the present
programs.

A second concern was identified by the students
as a lack of
individualizing the instructional process.
desire

lo

learn in their own way.

Students expressed a

The primary concern here in-

cluded teachers giving the same assignment to all students
in a
class, ana all classes meeting for the same length of time.

gestions oxfered to resolve these concerns were

flexibility of time and course selections;

(2)

:

(1)

Sug-

providing a

providing an

opportunity for students to assist in elementary and junior high
programs; ana (^) providing students with experiences from a

broader spectrum of staff members.
The third concern expressed by the high school students was
that students

ha.d

own actions.

Students identified this concern with a completely

few chances to assume responsibilities for their

structured day where no unscheduled tine was left for the student.

Students thought it desirable for them to have part of each day
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left for them to assume responsibilities for
their own learning.
They also identified a related concern
over imposed rules and

regulation
(1)

Suggested changes that were offered included:

at lease forty per cent of each day
unscheduled;

(2)

the

development of a student-structured program for
those students who
desire and need more structure; and
(3) the initiation of minicourses

.

The students involved in these two assessments
indicated that

they desire a number of changes in their schools.

These changes

encompassed the areas of organization, curriculum, and staff
utilization,

bore specifically, the changes that have been identi-

fied in the elementary schools were free to provide for
student
discussions

,

crannna cion

,

year-’ round learning, self -course selection, self-

examination of some tests, peer learning, use of the

community as a learning resource, and more time to complete
projects.
The secondary students identified changes that should be

completed as:

proposal development for consideration by principal,

expanding student advisory committees

cision making

;

;

students assisting in de-

providing time and flexibility for assisting student

elementary and high school programs; and providing exposure to more
of the teaching staff.

In this chapter, the potential for making educational changes

hase been discussed from the perceptions of community groups,

educators, and students.

In addition, a number of proposed edu-

cational changes were offered as suggestions from each

of the groups.

At the

saise

time that a variety of groups de-

sired change, the actual implementation of these needed changes
has been completed in only a few schools.

The next chapter will

analyze the potential for in-service teacher education as a

vehicle for implementing some of these educational changes.
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CHAPTER

II

THE ROLE OF IN-SERVICE TEACHER
EDUCATION
IN ACHIEVING CHANGE

Historically, in-service education has been
a part of teacher training for many years.

Nevertheless, its impact on educa-

tional change remains more of a potential
impact for the future
rather than a real impact today.

Educational personnel have a

potential for self -renewal through in-service education.

Gardner

has stated that most educators have potential
that has never been

developed simply because the circumstances have not
called on them
to use that potential.

Self -renewal has been further described as

having components of self-knowledge, self -development
to fail, motivation, and love.

,

the couraoe

The development of teacher poten-

tial could become a catylist for accelerating educational
change.

Ihe development of teacher potent ial can also become in
part a

reality through in-service education.
The need for educational change was discussed in some detail
in the previous chapter and this chapter will provide a comprehen-

sive analysis of in-service education as one means of bringing

about desired educational changes.
The purposes of this chapter are:

(I)

to provide an histori-

cal overviev; of in-service education efforts since 1837; (2) to

synthesize the past ten years of in-service efforts through a
summary of selected research and related literature on in-servicc

^John U

T

.

Gardner, op

.

cit

.

,

p.

11.
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education; and (3) to report some emerging
trends of in-service
education as they relate tc educational
change.
Early De velopments of In-Sex vice Educa t
i on

—

-

Historica l Perspecti v e of Teaching Conditions
The need for teacher in-service education
was recognized as

early as 1837 by Horace Mann when he said,
"Between three and four-

hundred public schools have been terminated
because of rebellious
scholars or gross teacher incompetency." 1

Mann had maintained

that instruction needed to be based upon pedagogical
principles,

and not upon mere authority and tradition. 2

However

,

in the

1830's there were practically no special provisions for the
edu-

cation of teachers.

Anyone who could persuade a school committee

to employ him as a teacher could teach in the elementary or
common

schools.

3

Rice reported that ward bosses controlled many of the

appointments of teachers and principals during the middle 1800's. 4
Poli ;,ical hacks usually hired untrained teachers who led their

innocent charges in singsong drill, rote repetition, and

Horace Mann, Sixth Annual Report (Boston:
worth, facsimile edition, 1943), p. 38.

Dutton and Went-

2

Frank Pierrepont Graves, A Stu dent's History of Education
(New York: Macmillan Company, 1936)', p. 323.
3

Harl R. Douglass and Calvin Grieder, American Public
Education (New York: The Ronald Press Company, 1948), p. 370.
4

Lawrence A. Creiain The Transformation of the Schoo l (New
York: Alfred A. Knopf, Incorporated, and Random House, Incorporated
1961)
p. 4
,

,

,

68

meaningless verbiage.
.tor

Although thousands of children were eager

education, the teacher selection process resulted
in far too

few teachers and classrooms available to serve them.

Many par-

ents influenced the perpetuation of this inadequate
system by

claiming that since the McGuffey Reader had been good enough
for
them, it would certainly do for their youngsters.

Other parental

expectations helped to retain the use of the ten-minute recitation
approaches and as a result many of the untrained teachers continued
to concentrate on the use of drill and recitation as their pri-

mary approach to teaching.
As the number of students increased and the need for opera-

tional procedures within a school became evident, the position of
head tcachei Ol principal gradually became necessary

The ori—

.

mary function of the principal was to solve the problems of
discipline, grading, school-house construction, and curriculum
revision.

The magnitude of these responsibilities eventually ex-

panded into the first appointed full-time superintendent of schools
in 1837.

As in the case of teacher appointments, political in-

fluence continued to be a primary factor in administrative

appointments
The early 1900's changed the focus of American education.

^Harl R. Douglass and Calvin Grieder, o p. cit
2

0. W. Caldwell and S. A. Courtis, Then and Now
York:
World Book Company, 1924).
(New

p.

56.

in

education
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The change of direction emerged when some of
such as Jane Addams

,

t he

young reformers

Ellen Starr, and Charles Zeublin became con-

vinced that the industrialization in business had
resulted in a
shattering of human relationships.

Industrialism had broken the

fiber of the community and caused a deterioration of
life in the
,

slums.

1

For example, in 1920 Jane Addams wrote:

We are impatient with the schools which lay all stress
on reading and writing, suspecting them to rest upon the
assumption that all knowledge and interest must be brought
to the children through the medium of books.
Such an
assumption fails to give the child any clues to the life
about him, or any power to usefully or intelligently connect himself with it.-

Although the human relation's movement continued in the early
1900' s, its main impact came in the form of matters pertaining to

the welfare of children and child life among all classes of

people."^

The impact of the human relation's movement was somewhat over-

shadowed by the growing problems associated with the wave of im-

migrants from southern and eastern Europe who came to America. The
new immigrants were viewed by Cubberley as illiterate, docile, and
lacking in self-reliance and initiative.

He also believed that

these immigrants did not realize the necessity for law, order and

1

Norton Groclzins, The Loyal and the Disloyal (Chicago:
238-42.
pp.
2

Jane Addams, Democ r acy and Soci a l Ethics (New York:

1956),

1920),

pp. 180-1,
3

Dorothy E. Bradbury, Fo ur Decades of Act ion fo r Chi ldren
A
Short History of the Chil d ren's Bur eau (Washington, D. C. Government Printing Office, Children's Bureau Publication, Mo. 358, 1956)
:

:

pp. 5-17 and 87.
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government.

The immigrants caused a temporary change in
educa-

tion and teachers often found themselves giving
baths, taking care
of lice removal, and conducting intensified
English language

classes.

At about this same time, children also began to
come to

school in greater numbers and the growing belief in the
concept of

education for all meant that teachers were forced to take students
who previously would have been excluded.

The change in student's

background and enlarged educational interest resulted in an increasing concern over tne upgrading of instructional programs.
Even though there was a general willingness to make changes in the
interest of improving instructional programs, the interest of the

immigrants in these classes was only temporary.

Teaching Conditions Suggested a Need for In-Service E duc a t i on
Early expectations of teachers were often based upon political motivation and teachers were provided with few incentives to

actually improve their teaching, or improve themselves as teachers.
This problem was compounded by the fact that compensation for ser-

vices were often connected with political payoffs.

Nevertheless,

there was an emerging concern over the general inadequacies in

subject matter areas and professional skills on the part of many

teachers
In 1779 President Jefferson proposed a system of public ele-

mentary and secondary schools that was contained in his bill for

Ellwocd P. Cubberley, Changing Co nc eptions of Education
(Boston:
1909), pp. 15-16.
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The j^ore General Biff gi gnof Knowledge 1
.

At the

saJnc

time>

p oplc uere Slowly expressing a growing
concern for their parti-

cipation in the democratic process.

But even as these expecta-

tions grew, most teachers still had
little or no training to teach
children, since schools had been
organized to accomodate a wide
range of age levels, and the subjects
of reading, writing and numbers were only vaguely identified as
separate disciplines. Some
of the leaders concerned with
educational improvement expressed

their desire to develop in-service programs
as a means of helping

teachers to become more competent.

For example. Rice compiled

reports that described only small pockets of
what he termed "pro-

gressive teachers," those who combined several
subjects into a

unified curriculum, or who taught the whole child
such subjects as
nature study, art, social activities and the three
spired and enthusiastic manner.

P.’s

in an in-

A growing emphasis was gathering

momentum in the direction of in-service education.
Douglass and Grieder reported that a private academy established in Concord, Vermont in 1823, began the earliest known

attempts to prepare school personnel.'’

However, the impact of

Jei f er son s bill for public schools was based on the
argunent that a free society devoted to achieving the natural rights
of its citizens can be maintained and tyranny prevented
only if
the people in general are well educated. Reported by Roy J.
Honeywell f hc D ducat io ne.l Work oi Thomas .Jefferson (Cambridcje:
‘
Harvard University Press, 1931).
'

,

—

2

Joseph M. Rice, The ~ Public School System of the United States
‘
*
(New York:
1893).
"

3
^

Harl R. Douglass and Calvin Grieder, op. cit

.

,

pj.

370.
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formal training on a larger scale left much to
be desired.

Ac-

cording to Richey, the growing concern for in-service
teacher

education during the early 1800's was influenced by
the increase
in democratic participation, the increased
complexity of social,

economic and political arrangements and the continuing
growth of

knowledge

.

Early in-service programs that were supposed to help correct
the incompetence of teachers were directed toward the most
urgent

teacher needs.

Rice's appraisals helped to stimulate interest in

developing progressive teachers.

One of these attempts to help

teacher's was based upon the follow5,ng existing constraints:
(1)

a need to involve large numbers of teachers, and (2)

a need to

operate an inexpensive program that manifested itself as an institute.

Mann has described the institute as follows:

It is the design of the teachers' institute to bring
together those who are actually engaged in teaching in
Common Schools, or who propose to become so, in order
that they may be formed into classes, and that these
classes, under able instructors, may be exercised, questioned and drilled in the same manner that the classes of
a good Common School are exercised, questioned and
drilled. 2

Some of the institutes provided opportunities for prospective

teachers to actually experience what Mann had described.

The

P-

“Herman G. Richey, "Growth of the Modern Conception of InService Education," I n-Service Education Nelson B. Henry, editor
(Chicago:
National Society for the Sxudy of Education Yearbook,
Chicago University Press, 1957), p. 35.
,

2

Horace Mann, "To Public School Teachers," Teachers' Institutes or Temporary N ormal S ch ools reproduced by Samual N. Sweet
H. H. Hawley and Company, 1848), pp. 45-56.
"(Utica, New York:
,
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purposes of the institutes grew toward providing not only adequate knowledge of subjects, but also provided some inspirational
lectures and entertainment.
Ihe institute as an in-service vehicle changed very slowly.
In many instances, it became formalized, embedded in legislation

and quite resistant to change.

Cities were the first to modify

the institute, and some of them discontinued the traditional

institute toward the end of the 19th century.

However, the in-

stitute in some rural areas persisted as a major form of in-service

education through the middle of the 20th century.

For the most

part, the increasing demands placed upon teachers by communities

made it quite clear that the institute was merely a superficial

process lacking in real impact and continuity

.

^

It had little

influence on achieving its original purpose of educating the indi-

vidual teacher.

2

In-service education for teachers slowly evolved into the use
of reading circles.

3

The purpose of reading circles was quite

similar to the institute since they were designed to advance the

^Two teacher licenses have been included as typical areas included in the institute. In this case the license was awarded on
the basis of marks. Marks averaging 80 per cent or more warranted
The licenses appear in Appendix A.
a two-year license.
2

Benjamin W. Frasier, ’’History of the Professional Education
of Teachers in the United States,'' Nati onal Survey of the Educati on
of Teach ers (Washington, D. C. : Government Printing Office,
Bulletin No. 10, 1935), pp. 81-2.
3

William Carl Rue dinger, Anen cie s for the I mpr ov ement of
Teacher I n-Service (Washington, D. C.: Government Printing Office,
Bulletin No. 3, 1911), p. 93.

74

performance of teachers who had been generally
deficient in acaoenrc and professional skills. Typical
operation of the reading
circles consisted of someone introducing
teachers to general books
ox

literary merit and encouraging them to read
these books.

Where

tney were effective, the outcomes of the reading
circles were an

increased respect for teaching and an understanding
that teachers
must continue to learn.
Institutes and reading circles were continued much longer
than
most teachers actually desired.'

At the same time, college pro-

grams including summer schools, extension courses, after-hour
classes

,

and correspondence study emerged as the new approach to

in-service education during the early 1920' s.

These college direc-

ted in-service programs became the basis for many of the present

in-service education activities.

During the early 1930's many superintendents were overwhelmed
by their managerial responsibilities, and they often began to delegate some of their supervisory duties to the head teacher.

About

this same time, new subjects also began to emerge in the curricu-

lum

such, as

art, music, physical education, manual training and

hone economics.

One result of the expanding curriculum was the

designation of a person called the supervisor w hose primary responsibilities were the instruction and supervision of teachers,
and the implementation of new curricular materials.
the 1920'

The period of

recognized that knowledge explosion in other subject

s

areas and the impact of the explosion often resulted in teachers

'Ibid

,

p.

13.
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working with students in different ways.

The supervisory posi-

tions were justified in some schools as an opportunity for bringing teachers up to a standard of performance based upon the

superior knowledge of the specialists.

1

The supervisor continued

as a primary in-service position charged with the responsibility

for improving classroom teaching.

More specifically, the super-

visor was expected to provide model lessons in classrooms, evaluate tmd criticize the work of the teacher, give directions for

future work, and hold classes to instruct the classroom teachers.

During the early 1900's the impact of the scientific management process began to influence in-service education.

Teachers

became very much oriented to the authority of superintendents,
principals, and supervisors because these personnel had clearly

defined the ends toward which an organization functioned.

Teach-

ers continued to function as specialists in classroom practice,
and the scientific management movement focused at least partially

upon improving the responsiveness of teachers to administrative
directives.

The movement had been designed in the areas of in-

service to provide rapid solutions to educational problems and to
upgrade the teaching act.

However, the impact of the scientific

movement in reality was of a lesser consequence because of a quite
shallow understanding of the nature of learning and measurement

^Herman G. Richey, o p. cit ., p« 51.
2

Charles D. Lowry, The Relat ion of Princip als a nd Super ntendcnts to the Training and Improvement o f Their Teachers
(Chicago: University of Chicago Press, 1931), pp. 12-15.
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on the part of many administrators
and supervisors. 1

During the decade from 1940-50, teacher
concerns related to
in-service education focused on exploration
of the aims of edu-

cation and the development of training
procedures for teachers.

Knowledge concerning the motivation of behavior
suggested a modif icaxion of the theory that positive
direction by an expert con-

stituteo the most effective means of improving
the performance of
the worker

2
.

In the middle 1950' s the workshop emerged
as the

panacea for in-service education.

It had become the most wide-

spread technique utilized for education, with the
exception of

college and university courses.

The workshop was designed to

provide for idea development, new ways to do old things, teachingskill development, new knowledge development, and an inspiration
to

do an even better job of teaching and administering schools. ~

In

spite of the validity of the workshop, it has not been a panacea
j.or

all the ills or teacher education, but a useful device for the

in-service education of the professional staff.4

Raymond E« Callahan, o p. ci t .

pp.

,

19-28.

2

Goodwin Watson, "The Surprising Discovery of Morale,"
gressive Educatio n, XIX, 1942,. pp. 33-41.

Pi*o-

3

Kenneth E. Anderson and Herbert A. Smith, "Pre-service and
In-service Education of Elementary and Secondary School Teachers,"
Review of Educ ational Research, XXXV June 1955, p c 221.
,

4

.

,

James R . Mitchell, "The V/orkshop as an In-Service Education
Procedure," North Central
Association Quarterly, XXViTi. April
~
1954, pp. 421-57.

77

A final area of development during the
1950's was action

research.

Action research was defined by Corey as
"research

undertaken by practitioners in order that they
may improve their
practices."

Action research focuses upon problem situations.

It generally involved participation of
many persons in formulating

suggested solutions to real problems, and was based on
the belief
that teacher creativeness could find an outlet in
activities which

teachers helped to design.

Smith has suggested that if teachers

as invest iga cor s become entirely involved in the search for
a means
of improving their practices, the problem of transferring
the re-

sults of research to practice would not arise. 2
In summary, the concern over in-service education for teach-

ers began with Horace Mann, expressing grave concern over the

competencies of teachers and the facilities available, and was

followed by a plea from nice to develop progressive teachers.
Since the early 1800’s a number of in-service techniques and processes have been utilized to:

performance levels;

(2)

(1)

develop sufficient teacher

develop; and maintain adequate subject area

knowledge; and (2) develop solutions to real classroom problems.

These goals have in part been achieved through such in-service

attempts as the institute, the reading circle, the employment of

1

Stephen M. Corey, A ction Pescar^ h to Improve S chool Practices
Bureau of Publications, Teachers College, Columbia

(New York:
U n iver s i tv
2

,

1953 )
.

B« Otbanel Snath , "Sc: once of Education," Enc yclopedia of
Ed uc a 1 1 on a 1 Pc scarch Walter S. Monroe, Editor (New York: Macmillan Company, 1950), pp« 1145-51.
,
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teacher-supervisor

,

the use of scientific management
techniques

the workshop, and action research.

S^t£££!li^yelo.P^ents of In-Lervlce

During the past decade, in-service
education has continued to
occupy a position of growing importance
in American education.

While the need fer in-service education
has continued from its
inception, alternative approaches have
expanded considerably. A
selected exploration of the literature and
research studies from
the past decade have provided the basis
for this discussion of:
(1)

needs of teachers for in-service education;

(2)

in-scrvice education within local school districts;

utilized with in-service programs;

(4)

the extent of
(3)

techniques

trends of in-service educa-

tion and (5) future developments for in-service
education.

Needs o f Teachers for

I n-Se rvice

Educ ation

The following reports of studies are typical of those indica-

ting teacher needs for in-service education during the past ten
years,

derrick concluded in 1960 that teacher needs could be or-

ganized around the themes of:
episodes,

ficulties.

(->)

(1)

child study, (2) learning

action research, and (4) diagnosis of learning difFlanders identified the needs of teachers in a differ-

ent manner wnen he indicated that too many teachers lack:

(1)

a

sense of experimentation, (2) skills for exploring different verbal

^Chester W. Harris, Editor, Encyc lopedia of Educational
Resea rch, third edition (New York: The Macmillan Company, 1960)
p. 704*.
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patterns in the classroom,
(3) the tools to gather information
systematically, and (4) time to develop,
understand, and use data-

gathering tools.

1

Openshaw has suggested that in-service
education

needed to be individualized, 2

and Stillwell indicated that
teach-

ers, too, are individuals who differ
in abilities, interests, and

needs.

In spite of these needs for
individualization, typical

in-service approaches have been after-school
teachers' meetings,
one or two-day vacation workshops,
or two-week summer workshops
with resource speakers and a carefully
structured agenda. Often

teachers have completely rejected such
programs, especially those
that have not suited their needs and
activities. 3

A nationwide survey conducted in 1963 on
the perceived inservice needs of teachers by the National
Education Association,

resulted in the following rank-order of in-service
needs reported

m

Table 3 on the following page. 4

This NEA study and other

studies have provided some evidence of
differing in-service

priorities on the part of teachers.

The resulting diverse teacher

needs for m-service programs have been identified
in various ways.

lsGui Flanders,
"leacher Behavior and In-Service Proararis
Educational Lead ership, 21, 1963, pp. 25-30.

"

2

Karl Openshaw, "Attitudes for Growth," Educational Leader*
ship, 20, 1962, pp. 90-2.
3

Leonard L c Stillwell, "Individualized In-Service Education
T oday's Education 5*3, 1969, pp. 44-5 0
,

National Education Association, "In-Service Needs of Teachers," Resear c h Bullet in, 46, 1968 e
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TABLE 4

TEACHER PERCEIVED IN-SERVICE NEEDS

Identification of Needs

Per Cent

Effective use of paraprofessionals as teacher
aides

77.4

Effective use of educational television

76.4

Teaching Methods

75.9

Use ox auoio -visual materials and equipment

74.5

Projection of audio-visual materials

73.7

General education (broader knowledge in several fields)
73.3
Subject specialization

69.8

Computer aids

69.2

Human growth and development

61.9

Management and discipline in classroom

52,2

History and philosophy of education

26.4

Suggested approaches have included a theme approach to need identification, the development of experimentation through data gathering materials

,

and an emphasis upon teacher individuality as an

approach to developing in-service programs based cn teacher needs.
The Extent of

I n-servi

ce^E clucation within hoc a 1 School Pi s t r i c ts

A report of emerging in-service developments provides addi-

tional data for bridging the needs situation with in-service
activities.

Whitmore indicated that few districts with a
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population below 50, COO had an organized
in-service development
program.

Tarr found that only fifteen per cent of
the school

districts that he examined had written objectives
for their inservice programs.

He also concluded that 67 per cent of the
dis-

tracts had made a budget allocation of eleven
dollars as a median

amount ior in-service education.

At the same time, the teachers

surveyed perceived a need for in-service education as
a means for
the improvement of teaching shills regardless of
teaching assign-

mant, experience, or preparation level. 2

The NBA completed a

study indicating that 96 per cent of the school districts
surveyed
)1 l

.d

offered special opportunities in the name of in-service edu-

cation.

However, only three per cent of these districts consider-

ed their participation in the in-service programs worthy consider-

aticn for continued professional growth.

3

Techniques Uti l ized f or In-Service Programs

School districts have reported that many in-service programs
leave much to be desired.

Within the past few years a greater

emphasis has been placed on developing effective programs.

This

Richard F. VJhitnore, ’’Effective Methods for the Orientation
and Administration of an In-Service Education Program,” (unpublished Ed.D. dissertation, University of Nebraska, 1961).
2

John Tarr, ”An Analysis of In-Service Education Programs,”
(Unpublished Ed.D. dissertation, University of Iowa, 1969).
3

National Education As ocelot ion "Administration in Urban
School Districts, 1961-62," Resear ch Bulletin (Washington, D.C:
National Education Association Publications, 1963).
,
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section deals with three areas of current
techniques being
utilized.
(2)

They are;

(1)

in-service and classroom methodology,

3
in-service
programs effecting teacher growth and school
pro-

gram improvement, and (3) in-service education
and its effects on
educational change.

Wallen and Travers have reported that descriptions of
classroom teaching patterns and teacher behaviors have been
rather
vague.

However, there have been a number of studies that have

attempted to classify teacher behavior.

For example, Havighurst

and Nugarten identified teacher roles as those of mediator of

learning

,

disc3.plinari.an, parent substitute, and confidante.

Systematic classifications of behavior have become, in many cases,
the bases for developing both pre and in-service education pro-

grams for teachers. 3

While it is fairly well accepted that none

of the exx sting teacher behavior classification systems are appro-

priate for all learning situations, attempts are being made to

continually refine these existing systems.

Moffitt has emphasi-

zed that an upgrading of teacher performance is necessary because
of the continuing obsolescence of knowledge and methods of teaching

^Norman E. Wallen and Robert M. W. Travers, " Analysis and
Investigation of Teaching Methods,” Handbook of Research on Teaching, N. I- . Gage, Editor (Chicago;
Rand McNally and Company, 1963),
p. 448.
2

R. J. Havighurst and Bernice L. Neugarten, Soc iet y and E ducation (Boston; Allyn and Bacon, third edition, 1966).
3

James M, Cooper Director, Model Elementa ry Teacher Education
Program, Phase II (Washington, D. C.: U. S. Government Printing
Office, 1970), p. 562.
,

4

John C. Moffitt, In - Service Educa tion for Teachers (New York;
Center for Applied Research in Education, Inc., 1963), pp. 1-7.
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Three current in-service approaches being
utilized are:

television

,

rare rot each in g

,

and interaction analysis.

These three

approaches have been included primarily because of
their potential
for individualizing in-service education
within a framework such
as the PEER Process. 1

Both open and closed-circuit television have been
used effec-

tively

m

in-service education programs.

Television has been used

for the development of special lessons, 2
teaching methodology,

and orientation,

larbet discussed

nei?

teaching developments, in-

cluding techniques, materials, and textbooks
presen ced by experts.

,

all of which were

Boyd has concluded that television inte-

grated with human resources produced changes in classroom methodology.

4

The TICCET System has been utilized as a means of indivi-

dualizing the instructional process for students.

The tern,

TICCET, means time-shared interactive computer controlled educa-

tional television system and has been an outgrowth of computer-

aided instruction investigations.

The system provides a student

1

See Chapter IV for a detailed description of the PEER Process.
7

Robert R« Suchy "Co-op XTV for In-Service Teacher Training,"
Sc hool Board Journal 151 (1965), p. 31.
,

,

3

Donald G. Tarbet "Use of Television in In-Service Education,"
High Sc h ool Journal 47 (1963), pp. 112-117.
,

,

4

Claude Boyd, "A Study of the Relative Effect iveness of Selected Methods of In-Service Education for Elementary School
Teachers," (unpublished Ed.D. dissertation, University of Texas,
1961)

1
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frames of educational material on his
individual television
set, including alphanumeric
pictures, and voice, in nearly ims
mediate response to the answers he enters
on his own keyboard.
Such a means of instruction can
eliminate several problems that

v;ith

,

often dilute the effectiveness of
individualized instruction.
First, the computer can efficiently
update its data bank to insure that the materials transmitted are
current.

Second, teachers

do not have the volumes of paper and pencil
materials to check,

review and record.

Third, because of the voice feature of this

system the student can receive rewards more
consistent with those
he gets

m

personal interaction with the teacher.

Programs such as

TICCET have been utilized in business for on-the-job
training in
an individualized approach.

Such an approach could also be uti-

lized for in-service teacher education.

Modular packets for developing specialized skills with cassettes have also been utilized as in-service approaches.

For

example, a self-instructional packet of materials in the area of

communications with a cassette for input has been developed for
in-service experiences.

Adams found that identified needs in the

1

C. F. Nuthmann, "On the Feasibility of a 10,000 Terminal
Time Shared Interactive Computer Controlled Educational Television
(TICCET) System," (Washington, D. C.: The Mitre Corporation, 1969).
2

J. A. Evans and C. F. Nuthmann, "Concepts for an Educational
Engineering Institute: A Catalyst for Renewal," (Bedford, Massachusetts: The Mitre Corporation, 1970).
3

Roger Peck, "In-Service Self -Directed Instructional Components,
(Massachusetts: School of Education, University of Massachusetts, Administration and Leadership Center, 1971).
'
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teaching of reading could be met by in-service
television programs. Twenty -eight approaches to the
teaching of reading mere
taught through television. 1

Another general approach presently utilized
for in-service
and pre-service education is known as
microteaching.

Microteaching

utilizes television as one means for providing
feedback in the
development of teaching skills.

Microteaching has been defined as

a teacning situation which is scaled down in
terms of time and

number of students.

Usually this has meant a four to twenty-

minute lesson involving three to ten students.

The lesson is

scaled down to reduce some of the complexities of the
teaching act,
thus allowing the teacher to focus on selected aspects of
teaching.

Although microteaching

’

s

greatest use has cone at the pre-service

level, increasing interest in this technique has been generated
at

the in-service level.

While there have been many suggestions for

in-service use of microteaching, Allen has specifically suggested;
(1)

micro teaching as a trial framework for team presentation;

(2)

microteaching as a site for ascertaining the proper instruc-

tional level of materials; (3) microteaching for pre -employment
prediction; and (4) microteaching to train supervisors for

Mary Adams, "Instructional Needs of Elementary Teachers in
Teaching Reading with the Implications for Televised In-Service
Education" (unpublished Ed.D. dissertation, University of Florida,
1962)
2

James M. Cooper and Dwight W. Allen, "Microteaching; History
and Present Status," (Massachusetts; School of Education, University of Massachusetts, 1969), p. 2.
Ibid, p« 9.
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evaluating beginning teachers.

1

One example of the use of
microteaching for in-service education has been completed in
Jefferson County, Colorado. The
Jefferson County in-service simmer
program was designed to upgrade the entire instructional
program in the school district by
providing training opportunities in
team teaching and flexible
scheduling. Each teaching team used
microteaching to perfect currrcular materials before presenting them
to a whole class, videotape was used as a means for evaluating
the team-teaching efforts.
By the end of the summer, more than
one-hundred already competent

teachers had utilized microteaching as a
means of improving
specific teaching skills.

Meir reports that the school system

benefited enormously from this massive in-service
training and
has since introduced a number of changes into
the regular school
program.

2

Cooper has summarized research findings about
microteaching
as it Giicots teaching skills.

The following summarization in-

cludes those findings most closely connected with in-service
education:

(1)

using a microteaching format, teach-critique/ re-

teach-cri cique

,

positive changes in teacher behavior can be achiev-

ed which result in a larger repertoire of teaching behaviors;

1

.

Dwight VJ. Allen, ''Microteaching: A New Framework for InService Education,” High Sch ool Journal, 1966.
2

John H. Meier,
to Improve Teaching,”
pp. 145-157.

e for and Application of Microteaching
Journal of Teacher Education Summer, 1963,
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(2) the

feedback dimension of microteaching is
probably the cru-

cial area in terms of changing teacher
behavior; (2) feedback can
come from several sources, but the most
powerful combination seems
to be one that utilizes supervisory comments,
videotape recordings

and pupil comments;

a perceptual model that demonstrates

(4)

positive instances of the desired behavior, rather

than a mix-

ture of both positive and negative, is more powerful
in assisting
the trainee’s ability to acquire transfer skills .

Even though there has been considerable research on certain

aspects

Oj.

microteaching

ther research.

areas as:

(1)

,

there still remain many areas for fur-

Berliner has summarized these future research

validation of teaching skills; (2) transferability

of practi.ced skill to classroom setting;

(3)

interaction amonq

skills; (4) type of model; (5) teach-reteach cycle; (6) number of

students; (7) time between teaching lessons; (8) feedback rela-

tionships; (9) number of skills practiced in a training session,

and (10) review procedures.'p

While television is but one powerful tool for effecting
teaching methodology, there have been other methods designed to
improve classroom instruction and create personal growth.

A class

room observation technique developed by Flanders is known as

James M. Cooper and Dwight W. Allen, op. cit

.

,

pp. 24-5.

2

David C. Berliner, ’’Microteaching and the Technical Skills
Approach to Teacher Training” (Stanford California: Stanford
Center for Research and Development in Teaching, Stanford University, 1969).
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1

Interaction Analysis.

The process that Flanders has
introduced is

unique xn that it preserves a certain amount
of information re-

garding the sequence of classroom behavior.

The method uses an

observer in the classroom who marks dorm the
communication be-

havior that is evident from the teacher and/or
students every
three seconds.
(1)

The marks are placed into the following
categories:

accepts feeling, (2) praises or encourages;
(3) accepts or

uses ideas of student; (4) asks questions;
(3) lectures; (6) gives

directions; (7) criticizes or justifys authority; (G)
students

talk by responding; (9) students initiate talk, and
(10) silence
or confusion.

These tallies are then transferred to a matrix that

visually shews a profile of the classroom climate.
Flanders has reported that Interaction Analysis can, if properly employed, be of great use to a teacher in improving his role
as a guide in the learning process of his students.

In addition,

he has also indicated the following possib.il5.ties for in-service
education:

(1)

collecting observation data about existing class-

room behavior patterns; (2) analyzing teacher patterns as they relate to goals; (3) determining a teacher's strengths and v/eakness-

identifying problems

es;

(4)

(5)

evaluating behavior changes for identified problems; and

(6)

continued refinement v/here changes are desirable.

and substituting alternative behavior

1

Ned A. Flanders, Teacher Inf luence, Pu p il Attitudes and
Achievement (Minneapolis: University of Minnesota, 1960).
2

Edmund J. Amidon and Ned A. Flanders The Hole of the
Teacher in t he Classroom (Minneapolis, Minnesota: Paul S. Amidon
and Associates, Inc., 1963) pp. 63-66.
,

,
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While the use of television and
Interaction Analysis appear
to be two Significant techniques for
effecting classroom instruction, various other in-service
techniques have been devised. Haim
reported that discussions, classroom
demonstrations, and analysis
of classrooms have all been successfully
utilized to help teachers

work without undue friction and to bring
about apparent increases
in teaching skills. 1 Weaver has determined
that students can be

positively effected through in-service teacher
education programs
that include an expansion of teachers' reading
professional
literature .

Rosser has suggested the use of student teachers
as

an effective means for changing methodology* 3
that

tiic

Stanley concluded

self -appraisal guide for in-service education
can effecti.

vely be used to determine professional growth,
improve instruction
in the classroom, and increase student achievement*^

While many in-service programs have been designed
to improve
classroom instruction, ether studies have been directed
toward the
impact of in-service activities on educational change*

Rubin has

“Audrey Harm, "The Teaching Complex: Focus of an In-Service
Education Program," Educational Leadership 21, 1964, p. 21.
.

Fran-v Weaver
"The Effect of a Teachers’ In-Service Program
on Pupil Adjustments" (unpublished Ed.D. dissertation, Pennsylvania State University, 1952}
,

3

Neill A, Rosser, "Student Teaching and In-Scrvice Education,"
High School Journal 47, 1963, pp. 108-111.
,

4

Emory R. Stanley, "The Effectiveness of a So If -Appraisal
Guide 5-n an In-Service Education Program" (unpublished Ed.D. dissertation, Stanford University, 1967).
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suggested one approach toward
systematically changing the
eurri.
culuia through in-service
education. He provided a
sequential
process that is experienced by
the teachers with
specific steps
that are identified as:
an assessment of the
( 1)
shortcoming of
in-service programs;
(2, a selection of resources for
improvement
of performance;
(3) a determination of necessary
time and materials;
’
(4) the development of an
information system; (s) the
providing of
alternatives for individual teacher
needs; (6) the challenging
of
appropriate purposes and methods;
(7) the securing of technical
assistance, and (8) the determination
of expectations. 1 The
Utilization of Rubin's suggested
approach to developing curriculum change has provided a
structured, manageable approach
while
at the same time providing for
individualization of the in-service
process
Rogers has identified a number of
considerations for inservice programs. For example, ho has
indicated that change

adoption is a process of sequential events
and has also suggested
that the adoption of an innovation is
a process composed of learning, deciding, and acting over a
period of time.

Finally, he has

suggested that there is little evidence of
change adoption as being
2
an impulse decision.
Televis5.cn and Interaction Analysis appear
to offer several

Louis Rubin "Strategy in Curricular Change,"
Educational
Leadershi p, 21, 1964, pp. 377 - 9 .
,

1

Free Press* *1 962 f

°gCT

»

j~
P-i fus:Lori

1

of Innova tions (New York:

The
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premising avenues for achieving change in classroom practice
through in-service education.

However, there have also been a

variety of other techniques that have been used for in-service

education programs.
demonstrations

,

These have included discussions, classroom

professional literature reading, and self -appraisal.

Future Deve lopment s f or
In-Service Teacher Education
In-service education has been moving towards the inclusion of
a.

greater variety of programs for teachers.

Slowly, the expan-

sion of college courses, district in-service programs, and summer

programs are beginning to acknowledge that teachers are individuals.

Edmonds, et al have suggested that when initiating an in-

service teacher education program the local school can no longer

be overlooked or by-passed.

More specifically, it is the class-

room for the staff that each teacher is concerned with.

Each

teacher needs to identify his problems, interests, and needs.

1

Moffitt has indicated that only under those circumstances in which
teachers find their own problems

arid

want to do something about

them can effective in-service education exist.

2

also individual needs, interests and potentials.

Teachers have
Kinney has re-

ported that there are probably few teachers who can iaanifest
consistency of behavior

,

and his studies have indicated that a

2

Fred Edmonds, James R. Ogletree, Pat Wear, In-Service Teacher Educations Cricial Prncp«i«s in Educati onal Ch ange (Lexington,

kenVuc^T^OoiTege ”oiT Educat ion

,

Univer s it y of Kentucky, 1966), p.

79.
2 John C.

Moffitt, op . cit

. ,

p. 59.
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person who was strong in one area of teacher
activity was not
necessarily strong in others. 1

A summary of seme of the future trends cf
in-service edu-

cation has been compiled by Duvall as including the
following
statements:

(1)

pre-service training is only the beginning of

professional training; (2) change in education require*
change in
teacher behavior; (3) the trend is away from reliance on
campus

courses and summer institutes to year-round activities;
(4) personal developmental needs are different and in-service activities
for teachers should be based on a process of diagnosis, planning,

and designing relevant experiences; (5) a team approach to in-

service education should not only include the individual teacher
but also the entire staffs, parents and students; (6) personnel

resources within the system need to be developed and utilized

through a systematic plan; (7) increasing evidence points to
development of learning process skills with teachers as well as
content skills; (8) time must be btfilt into the schedule to in.

.

crease in-service activities during school hours*

2

Certain programs have already been developed that include
some of these potential in-service education elements.

For example,

changes in organizational patterns have permitted teachers to utilize part of the school day for in-service education.

Harris and

1

L» Be Kinney, Measu re of a Go od Teacher (San Francisco:
California Teachers Association, 1952).

2

"Eveyn E. Duvall, "Dual Opportunity Educational Services,
Trends in In-Service Education" (Michigan: Jackson Community
Schools, Jackson, Michigan, 1969).
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Be s sent have provided a comprehensive
functional developmental

plan

fo^_

xuture in-service programs.

They suggest that the school

is comprised of a number of subsystems
that need to become ob-

jectives for in-service education as they relate
to change.

For

example, if organizational change became a
priority for a school
staff, the organization could be studied and
possibly changed.

Tne areas of study could include the environment,
structure, fun1

ct i ons

,

and people

Other authors have also suggested specific future trends
for
in-service education.

Taylor suggests that training programs are

needed to give teachers now images of their role, new purposes
for cheir teaching, and new standards for evaluating their performanco*

2

Tremko has urged that in-service programs involve teachers

and consultative personnel in the planning stages.

Channels of

communication between teachers and administrators should be kept
open for determining directions, and identifying needs. 3

Kelly

has concluded that in-service programs which focus on a specific

instructional need of the classroom teacher and which are scheduled prior to the time teachers need to use the skills developed

Ben M. Harris and Wailand Bessent, In-Servi c e Educati on A
Guide to Better Pr actice (Englewood Cliffs, New JerseyT *~Pr entice
Hall, Inc,, 1969), p p, 23-26.
2

Calvin W* Taylor, ’'Talent Awarness Training,” Instructor
78, May 1969, pp. 22 & 62.
3

Michael Trercko, ”A Study of School Climate, Socio-Economic
Setting and In-Service Programs,” (unpublished Ed t D, dissertation,
University of Illinois, 1969),
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in the in-service program contribute
the greatest application in

the classroom.
In summary

,

in-service teacher education has been a low

priority vehicle that was largely ineffective
for improving classroom instruction between the early 1800's and
1960.

Since its

inception with Horace Mann there has been an
emphasis upon the
improvement of teaching skills and the professional
behavior of
teachers.

The institute, reading circle, supervisor and action

research were all used primarily as a means for in-service
education.

Since 1960 a primary focus has been d5.rectcd toward the in-

clusion of new techniques and technology within in-service programme

Such developments as microteaching, interaction analysis,

and greater teacher involvement, are some examples of technology
or techniques that have been used to facilitate educational change

through in-service education.
Trends for the future of in-service teacher education appear
to be directed toward an individualized process.

Such individu-

alized programs are based on the premise that teachers have
individual needs, interests, and potentials.

The future also

appears to be directed toward in-service education activities

having a far greater impact on the planning, development, and im-

plementation of educational changes.

Finally, the current

Dean Kelly, "Effects of an In-Service Education Program
Utilizing Simulated Classroom Procedures in Classroom Teachers'
Awarness of Pupils' Instructional Reading Levels in the Classroom,"
(unpublished Ed.D. dissertation, Case Western Reserve University,
1967)

.
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emphasis on in-service education appears
to be directed toward:
(1) providing in-service education as an
intregal part of the

school program; and (2) building in-service
responsibilities into
teacher and administrative role expectations.
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CHAPTER

III

A CASE STUDY OF AN IN-SERVICE CHANGE PROCESS
Chapter one of this study outlined the need for change in

education and the second chapter provided an overview of inservice education as a vehicle for achieving the needed educational
change.

Chapter three will exasine the in-service processes that

were utilized in one school district in order to bring about
desired changes in the educational programs.

In analyzing how

these changes were brought about, the discussion will relate the
involvement of community groups, educators, and students as

changes were brought about in curriculum, organization, and utilisation of staff.

will include:

In organizing the information this section

(1) a brief description of demographic data,

(2) an overview of the school district's in-service program and a

description of how it was implemented,

(3)

the reactions of various

groups to the in-service process, and (4) a summary of the in-

service process utilized in this case study.

Description of Demog raphic Data

One school district in the midwest has utilized in-service
teacher education as an approach to altering the instructional
program.

The process utilized encompassed experiential learning

on the part of teachers as they changed the curriculum, organi-

zation, and the utilization of teacher time.

It has been includ-

ed as a case study to provide data for proposing an individualized
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in-service process in the following chapter.

During the year 1967, the district of Fairfield
Community
Schools was challenged to act on the changing
rural-urban scene.
This rural school district in northern Indiana
was faced with

problems of farm mechanization and community changes.

The dis-

trict was composed of white middle-class Americans
with a min-

ority influence of members from the Amish sect.

The financial

status of the district was average for the State of Indiana.

In

1966, Fairfield had an assessed valuation of $3,813 behind each

student in grades K-12.

The state average for all school districts

in Indiana for grades K-12 was $8,902 during the same year.

The

dis crict provided facilities for nearly 1,700 students by utilizing two junior-senior high schools and six elementary schools.

Fifty-seven teachers were employed in a traditional line-staff
organizational pattern.

The administration consisted of a school

board of five members, a superintendent, an elementary supervisor,
and four principals.

The curriculum consisted basically of read-

ing, writing and arithmetic at the elementary level, and an academ-

ic curriculum was emphasized at the secondary level.

The administrative and teaching staff were aware of some of
the pressing needs of the district.

They had expressed them in

faculty meetings and general district meetings.

Hcwever

,

there

had been few opportunities to act on their needs because of limited funds for in-service education.

However, with rural education

being an announced priority for Title III, ESEA, a team composed
of the superintendent, high school principals, elementary
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supervisor, and a consultant convened to determine
the feasibility
of obtaining assistance through ESEA.

The group subsequently de-

cided to develop a proposal for federal support.
The proposal was based upon an assessment of
the district's

existing status and needs that had been developed from
faculty
meetings and general district meetings.
of concern emerged:

(1)

recruiting teachers.

The following six areas

Fairfield had been a poor competitor for

Each year as a result of expanding facili-

ties and curriculum, it had become more difficult to fill faculty

vacancies.

(2) Fairfield had a new junior-senior high school be-

ing completed and two different elementary facilities.

facilities could mean new programs «

New

The teachers in the system

were expected to be responsible for children at a 30:1 ratio at
the elementary level, and 25:1 ratio at the secondary level.

Ele-

mentary teachers worked in self-contained classrooms, and the
jvmior high and high school teachers worked in a departmental
organization.

(

3)

Each teacher had been considered equal on the

basis of training and experience.

The teachers at the elementary

and secondary levels were evaluated yearly by the building prin-

cipal and the achievement of even a minimum level of teaching

competence resulted in a recommendation that the teacher be retained.

In effect, each retained teacher was considered compe-

tent based upon his experience and training and salaries were

determined by negotiations based upon training and experience.
(4) The curriculum of the Fairfield district consisted primarily

of textbooks for a given grade or subject even though teachers had
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expressed their concerns about the
curriculum.

Students found it

difficult to continue college after the
first year since by virtue
of the small size of the two high
schools the curriculum was limited
depth and scope.
(5) The basic organization of the district
failed to equate teacher expertise with
responsibility. The

m

administration had become aware of alternative
organizational and
staffing patterns, and some even thought that
fewer professional
personnel would be needed if teachers were reorganized
into teams

with team leaders, assistants, and paraprofessionals.

An analysis

of the teachers who left the district in the past
indicated that

teachers usually had been promoted into administrative
positions.
(6) The final basic concern within the district was expressed by

the community

.

Each year for the previous ten years there had

been a tax increase for educational purposes.

A building fund in

1966 had included a one dollar increase making the tax 13 cents

below a maximum state level.

The community began demanding that

services also be increased in proportion to these rising costs.

Overview of In-Service Program

Upon consideration of the district needs, a committee of
twelve was appointed by a team of administrators.

The committee of

twelve was composed of teachers, a board member, a high school
principal, the superintendent, and the elementary supervisor.
The committee's purpose was to develop a district philosophy and

general objectives.

The group convened

t\7o

afternoons each month

for four months after school and completed a statement

r
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of philosophy and general objectives that
was subsequently approved

by teachers, administrators and the school
board.

A group of three

1.

administrators , and a consultant then prepared a
proposal under
Title III that addressed the following committee
mandate:
Plan a curriculum for the Fairfield Community
Schools
which:
a.

recognizes the individual student,

b.

places emphasis on development of student selfconcepts
,

c.

2.

allows each child to select and work toward his
individual goals in a democratic way, in addition
to recognizing his privileges and responsibilities
to his fellow man.

Record, analyze, and evaluate the process by which the
faculty students and patrons of the community approached the problems of curriculum development.
,

,

3.

Increase the professional level of the faculty of the
Fairfield Community Schools.

4.

Develop an administrator-teacher relationship that allows
the professional competencies of all school personnel to
be supportive to the educational program.

The proposal was projected over a three-year period.

Proce-

dures for the project for each of the years were:
1st Year

Planning

Developing a faculty steering committee, developing a community advisory committee, developing
a student advisory committee, establishing a
professional library, visiting by professional
staff other agencies and districts.
2nd Year

Implement at ion

Implementing curriculum and other changes, preventing process from becoming too rigid, con-

"*"Title III Proposal, "Continuous Curriculum Development in a
Rural School District," (Goshen, Indiana: Fairfield Community Schools

1967), p. 14.
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tinuing community understanding, and refining and revising the in-service process*

3rd Year

--

Evaluation
Evaluating the entire project, improving the
changes made, and developing human relations*

In-Service Process Utilized

The Fairfield district, recognizing the needs and potential
for making changes, pursued a broad-front change process*

The

administrative personnel formed a task force to appoint key personnel that would then form an administrative-teacher committee,

known as the steering committee.

The basic purpose of the steer-

ing committee V7as to plan a two-week workshop entitled, "Humani-

zing

Education- -Personal Approaches to Learning."
The steering committee's development

v/as

recorded by type and

a summary of the tape was written on a daily basis.

The committees'

development was consistent with the criteria suggested by such
authors as Hall, Lifton, and the National Training Laboratories. 1
The initial level of conflict and misunderstanding among group

members changed to one of cohesiveness, harmony, and consolidation
over a five week period.

Two examples of the development of the committee have been

extracted to amplify on the maturation of the group.
1.

Some concern was expressed fiom the committee because
of the silence of some group members. Some group

M. Hall, Dynamics o f Group A ction (Danville, Illinois:
The Interstate Publishers, 1964), Walter Lifton, Working with
Groups (New York: Wiley and Company, 1967), National Training
Laboratories, Working Papers of the 26th National Training Sessions
(Bethel, Maine, 1968).
^'D.
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2.

members seemed to dominate the discussion.
There
was evidence that group cohesiveness was
continuing
to grow when remarks were made such as,
"How do we"
react when someone c ernes who lias not been
meeting
^
J
with us? w
During the fourth week it became evident that the
group leader was assuming too much authority and
not releasing the creative potential of the
committees. This was realized by subtle remarks from
commit tee members and the silence from other members who usually made contributions.^-

The five -week group process planning session was summarized

by the committee members as:

(1)

v;e

have gone a long way from

where we began; (2) one must accept himself before he can
accept
others; (3) learning should be fun; (4) group interaction provides
for group acceptance; and (5) each individual's thinking and social

being in a group needs to be considered.
Two -Week Humanizing Education Conference
The sequential objectives of the two-week conference planned

by the steering committee were:
1.

To acquaint the participants with the concept of
humanizat ion

2.

To create an awarness for the need of self-concept
development

3.

To recognize the need for acceptance of others.

4.

To create an awarness of the relationship of the
self to the acceptance of others.

5.

To consider how we facilitate significant learning.

6.

To build effective relationships and facilitate
learning through communication

Herbert T. Tilley, E va Illation Report and Continuation Appli
on ^ or Continuous Curriculum Development --Rural Schools
(Indiana: Fairfield Community Schools, 1968), pp. 34-35.
^

: *-
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7.

1”

education?

P3rti ° ipants ™ ith

•««

innovations in

8.

P “ n Underst n in 9 of the problems and
?
uLf^r^
$ innovation.
uses
from a process of

9.

To consider innovations in
organizational and
structural patterns.

11.

10 .

To become acquainted with staff
utilization as it
relates to learning climate.
To promote an awarness of the role,
function, and
operation of resource centers as they
facilitate
learning

12.

To become acquainted with the open
laboratory as
an innovation for learning,

13.

To explore learning through the use of small
and
large group instruction.

14.

To examine the feasibility of innovations in
Fairfield.

15.

To enable the staff to understand the student
personnel services as a more personal approach to
learning.

16.

To become aware of the facilitation of the learning
process through the extra-curricular program.

17.

To evaluate, and plan to implement greater humanization of learning in Fairfield.

The objectives that have been stated exemplified the scope
of the conference.

All of the teaching staff were employed to

participate in the conference.

The strategy for making the conf-

erence a personal grov;th experience came from the small-group
sessions chaired by one member of the steering committee.

The

conference had an immediate as well as long term impact on the
participants.

A pre and post problem identification assessment

was completed by each of the participants.

e
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An analysis of the changes that took place
with the participants revealed:
1.

A greater willingness to accept change as a
possibility for educational improvement

2.

Increased awarness of the possibilities of grouo
process.

3.

A belief that student interaction can help professional
development

4.

A gx eater amount of staff security and unity between
faculty and administration.

->*

A greater emphasis on student individual development
than subject development.

6.

A greater positive feeling about community involvement
in making changes in the school program.

During the school year

,

planning teams were appointed by the

administration to begin a curriculum development process.

The

process was started at each grade level in the elementary schools
and in each department in the junior high and high school levels

by a justification of the present program.

Reactions of Various Group s to
In-Service Process

Community Involvement

The school board appointed a citizens advisory committee com-

posed of twelve couples who were representative of the various

ethnic groups in the Fairfield district.

The committee was

charged with the following responsibilities:
1.

Foster, promote and reflect school communications.

2.

Create an awarness within the community of ideas, issues,
changes and developments in education.
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3.

Help develop and support effective programs which
will meet the needs of youth and adults.

The basic task of the first year citizens advisory
committee

was to develop and tabulate a community survey.

The process of

developing the survey provided greater openness to the ideas of
others and also provided for an interaction between teachers and

community, administrators and community, and administration and
teachers.

The one communication channel of students interacting

with community was omitted.

The student impact to the process

was provided primarily through a student committee working with
the administration.

A survey was sent to each family located within the Fairfield
district.

The committee thought that the survey results provided

them with broader insights to community thinking.

3
'

The balance of

the citizens committee monthly meetings were devoted to develop-

ment of an awarness of the nongraded school, the flexible-schedule
and team teaching.

Student Advisory Committee

Early during the school year a twelve-member student advisory committee was selected by the teachers and building principals.

The committee was representative of grades seven through twelve.

The primary purposes of the committee were:

(1) to determine stu-

dent perceptions regarding the purposes and objectives of the school

program, and (2) to determine courses of action for meeting these

^The survey was designed to determine community expectations
of the school district in the areas of change, academics, and extracurricular programs. The tabulated survey has been included as

Appendix B.
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student needs
The student advisory committee had weekly
meetings and

developed into an efficient problem-solving group.

The committee

was quite stiff and formal during the initial
meeting.

However,

before the meeting ended, the students completed
questionnairs
from the citizens' survey and discussed their ideas
of achieving
the purposes of the committee.

ported

Each of the committee members re-

summary of the meetings to their respective classes.

The members of the committee also brought back to the
meetings the

concerns of their cla.ssmates •

In addition, the members of the

committee brought their recommendations for consideration to the
administrative task force.
v/as

One of the effects of the committee

the opening of communication channels between students, teach-

ers and administrators.

A pilot project

v/as

started in January, 1067, one year after

the student advisory committee began.

The pilot project operated

on a small group basis of 12-15 students for 30 minutes per week.

The primary goals of the project were:
1.

Develop greater interaction between students and teachers.

2.

Help students realize their problems and allow group
members to aid in their solvit ion.

3.

Help students to become av/are of flexible scheduling,
large and small group instruction, independent study
and team teaching.

The pilot project created concern on the part of some teachers.

The first two meetings prcduced an abundance of ideas from

the students and created some defensive behavior on the part of
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some teachers*

For some students and teachers it was the
first

time that they had been provided with an opportunity
to identify

and solve a variety of student-centered problems.

Expanding the Alternatives for Change

During the first year of the project, the task force met on a

weekly basis to expand the alternatives for change in the district*
The general objective reached by consensus was to develop a flexible program that investigated and implemented the following

practices
1.

A conceptual curriculum,

IC-12;

2. Nongrading in the elementary schools;
3. Flexible scheduling in the secondary program;

4. Team teaching;
5.

Use of paraprofessionals

6. Utilization of technology;
7.

Develop professionalism within the entire district staff.

The proposal for a broad front change was accepted by the

task force and then submitted to the board.

The approved pro-

posal was presented to a group of potential team leaders and

assistant team leaders after board approveil was granted.

After

considerable discussion and interaction, the team leaders accepted
the challenge to proceed on this broad change proposal.
Tiie

planning teams were appointed by the task force in the

following areas:
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Elementar y

(

Grades 1-6 )

S econdary (Grades 7-12)

Humanities

Humanities

Language Arts

Math-Science

Mathematics

Vocational-Practical Arts

Health

Health

Science
Distri ct -Wide Team s
Nurse, Guidance, Special Education

Even though the curriculum planning teams were
established

during the school year, the greatest thrust of the
teams took place
during a six -week workshop in the summer that occured
at the end
of the first year of the project.

The pipelining teams were pro-

vided with an extensive professional library, visitations to
relevanc projects and schools, consultant services, and time to
plan.

During the school year the teams met at various times.

There were two week-end conferences held to assist the teams in

developing a concept -centered curriculum.
Summary of the In-Service Process
In undergoing the effects of a changing community, the

Fairfield Community Schools desired to investigate and implement
changes in the curriculum.

The district -v?ide project was funded

to complete broad changes in the existing program.

A task force

composed of the administrative staff provided the initiative to
start the change process.

A citizens’ advisory committee was

appointed by the board to provide an input from the community and
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to rei leci coi&niunity philosophy and valv.es*

A student advisory

committee was appointed and approved by the teachers and bvsilding
principals to provide a neans of communication for students in the
Junior high and senior high school.
As the first year developed, a willingness emerged on the part
of teachers and administrators for broad front changes rather

than only minor changes in the curriculum.

To investigate the

possibilities for this broad change, planning committees composed
of teachers, K-12, were appointed by the task force.

These commit-

tees were provided with input sessions, a library, media, consultants, and time to explore changes of a broader nature.

The first

year had been organized to acquaint students, administrators, and

the community with the need for educational change.

Alternatives

for change were provided through a two-week workshop for teachers.

Flow charts of the in-service process that were used during the
two years of change have been included as Chart

1

and 2.

Development and Implementation of Chang e

The major practical impetus for change took place during the

second year of the in-service program.

The data gathered during

the second year of the project reflected a base upon which a

more sophisticated in-service process could be developed.

The

data that has been included relied heavily on the evaluation

re-

ports, district school board minutes, and district newsletters.

The initial attempts to overcome the inertia of the status quo

were started during the first year.

Teachers were asked to iden-

tify problems of immediate concern to them.

An analysis of their
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CHART 1
INITIATING AND DEVELOPMENT 1

Administratlon
Proposal Dev.
for project

OPERATIONAL AND ADMINISTRATIVE

*Tne Initiating and Development Flov; Chart is an original
document from the Fairfield Community Schools, 1968.
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CHART

2

FLOW CHART OF THE CURRICUL^
DEVELOPMENT PROCESS

:

Board of
School T rustees

Administrator
and
Pro ject Director
.

Planning Teams

—

Modular
Schedule

JSecondary health & p.eT
Resource
Teaching —? Humanities
^Centers
Teams
& PracT Arts Estab,r° Voc
scien ce
lished

v

'Math

Teacher-Aide
6-week Admin.
Workshoo
1

Elementary School

\/

2-Inservice
Conference
Days

\TEAM
Elementary School
&
Planning Teams

i

Teapheri
'

l

i.t.a Workshop

!

!

Non-graded
Communications
2-v;eek Pilot Op.
—

I
2
1

i

I

v

Aide
Workshop

TEAM
TEAM

(Planning Teams

Language
Arts
Self Concepts
^Affective
i

—

{

I

»

V|/

Conceptp"

Centered
Behavioral
Goals
^
Curriculum

-

Mathematics

K-6~

Sci ence K-12
-^Humanities K-12~
Vocatio nal & Prac. Arts 7Xi2
~
-/

/

-/Health
Education K~ET2
'
C-uides iK-12 ^Language Arts
K-6~

Selection of Multi Learning
Teams

.Res ources by Pi anning

^'The Curriculum Development Process Flow Chart is an original
document from the Fairfield Community Schools 1969.
,
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problems revealed the following:
1.

Teachers were more concerned about
child-centered learning, learning environments, and
continuous progress
learning.

2.

The majority of teachers showed a great
acceptance of
change.

3.

Teachers were concerned with the opportunity for
peer
interaction as a means for professional growth.

4.

Teachers were more interested in sharing in the
decisionmaking process.

During the school year, team leaders met with their
teams to
prepare them for the extensive workshop in the summer of
1968.

Curriculum Development
The six-weeks during the summer of 1968 provided the basis
for implementing a multifaceted change process in the fall of 1968

The curriculum that was developed by teacher planning teams utili-

zed a conceptual design with behavioral objectives, and evaluation

activities to determine when the objectives were completed by the
student

.

All of the areas designated developed their own curri-

culum with the exception of the secondary mathematics.

Time did

not permit the teams to develop the learning experiences as well

as teacher and student materials for the curriculum.

The working

papers for curriculum development have been included as Appendix C
The curriculum developed by the teaching staff was coordi-

nated by the team leaders and the task force of the district*

A

summary of the curriculum development revealed:
1.

A K-12 concept -centered curriculum was developed for the
first time in the school district during a period of
6 weeks, with the exception of secondary mathematics.
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2.

Part of the curriculum included an
interdisciplinary
approach in grades 7-12 called humanities. This
program included art, English, social studies,
music,
and foreign language,

3.

Multiple resources were provided to help implement
the curriculum,

4.

More objectives relating to affective learning were
included than had been previously.!

Even though the primary effort of the teachers had been

focused on curriculum development, they realized that implementation of the curriculum would be greatly hampered in the traditional

organizational pattern.

The task force had grown into a coordina-

ting council that included all of the administrators and team
leaders.

A basic responsibility of the coordinating council was

to designate the next steps in the change process.

Elementary

teachers were expressing interest in nongrading while secondary

teachers identified the areas of team teaching and flexible sched-

uling for further exploration.
At the conclusion of the curriculum development workshop, the

teachers were asked to make any statement that would represent
their thinking regarding the involvement of teachers in completing
a K-12 curriculum during the workshop.

The following statements

have been included as a part of the in-service change process:
1.

There is considerable expertise in the professional
staff to develop a concept -centered curriculum and
implement it in one year

2.

There is a continued willingness from a staff to
design and refine the developed program.

*J. William Asher, Robert Kane, and Ernest McDaniel, "The

Formulation of Behavioral Objectives," (Indiana:
Specialists, Incorporated, 1969).

Evaluation

e
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3.

The staff is cognizant of the problems and
next
steps in incorporating a change process throughout
the district,

4.

The staff is most willing to accept consultant
assistance when it is practical for use in the
classroom with students,

5.

Additional work is needed in order to refine and
coordinate the entire program,

6.

A workshop is needed in order to write the curriculum guides in behavioral goals,

7.

Training in hv>man relations is needed by the team
leaders and administrators in order to provide
effective leadership in an innovative program,

8.

The continuing direction toward nongrading should
be emphasized and expanded,

9.

There must be closer coordination of all curriculum
changes and they must have prior approval of the
Office of the State Superintendent of Public
Instruction.

10.

The careful use of teacher aides in the program should
continue to be constantly evaluated.

11.

Greater flexibility in providing learning alternatives
for students should be included for the next school
year *

12.

The entire staff needs to receive training in working
with students in small groups and in independent learning
situations

13.

The instructional media personnel at the Office of State
Superintendent need to be contacted for utilizing the
library as a media center.

14.

Additional instructional materials should be secured
in order to expand the program for meeting individual
student needs.

15.

A refinement of the evaluation instruments for students,
staff, and program should be established for the next
school year.

<r
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Schedule 'Developnent

Along with these curriculum developments, the teachers

v/ere

interested in designing a schedule

tha,;

implementation of the curriculum.

The secondary teachers met with

would facilitate the

their building principal and explored several alternatives.

A

computer -built schedu3.e was discussed as one efficient means for

maximizing the students’ and teachers’ use of time.

Under such

an arrangement, student choices could be handled by a computer

more effectively than by a manual sorting arrangement

,

and the

computer could more effectively distribute students into the

classes that had more than one section.

As a result, teachers and

students might have considerably greater open

tirae for

conferences

and planning.
After discussing all of the advantages and disadvantages of
computer utilization, it was decided that during this first year,
the curriculum would be scheduled by means of a hand -developed

modular schedule.

The in-service process for teachers became

quite critical during schedule development.

A large, steel board

with magnetic markers was secured and ruled with twenty-five
sections horizontally and thirty sections vertically.

This organi-

zation of the board was merely a starting point for teachers to
fill the squares with the markers that would meet their needs to

implement the curriculum.

The schedule-building project becaone a

means for anxiety release from small groups.

Various teachers

would spend as long as two hours moving the magnetic markers so
that a schedule would emerge.

The principal who had traditionally
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developed the secondary schedule was quite willing
to have the
input and involvement from the teachers.
At the close of the workshop, a schedule for the
secondary

program had been completed.

The schedule was tried on a semester

basis.

All of the students were hand scheduled by secretaries
and

parapro.t.

essionals .

The basic schedule started with the students,

grades 7-12, hav5.ng 60 par cent of the school day to make choices

from among a variety of learning options.

For example, a student

was scheduled into classes 40 per cent of the day; the rest of the
da y

devo ced to individual teacher conferences, resource center

study, small group discussions, independent study, or free time.

Within the first month, many of the junior high students and
a few high school students asked that their day be more structured

for them.

A revised schedule was made for the junior high school

that structured 80 per cent of the day for all but a few students.
The high school students were counseled on an individual basis and

schedule adjustments were individualized by mutual agreement.

Some

of the teachers identified students who were reluctant to initiate

schedule adjustments and counseled with them to use their time

more product ively
The schedules for the elementary schools were developed in a

variety of ways.

Teachers who had been meeting by curriculum areas

formed into separate groups by individual elementary buildings and
pi armed a

schedule to implement the curriculum.

hesitant 5n thinking about team teaching.
their schedules on an individual basis.

Some teachers were

These teachers planned

All of the schedules were

submitted to building principals who then completed schedules
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for their respective building.

Implementing the Secondary Program
In the secondary program, all but five of the
teachers were

involved in the development of the curriculum.

A verbal commit-

ment was also made by all of the teachers and administrators
to

change the basic organizational plan of the district.

The stu-

dents were involved via the student advisory committee at the

secondary level with no involvement at the elementary level.

The

first steps in implementing the program occured during a ten-

day orientation sequence at the secondary level and in orientation

sessions of varying tine periods at the elementary level.

Secondary students who had experienced a totally scheduled
day were amazed to learn that the greater portion of the day would

be student structiired.

The secondary schedule had been organized

into seventeen modules of time utilizing large group, small group,

and independent study as the primary modes of instruction.

With

the amount of student structured time available, secondary students
utilized the library and resource centers much more than had been
exper ienced in previous years.

Teacher planning teams had developed interdisciplinary learning experiences.

Examples include a mock political convention

staged by the high school and a separate one for the junior high
school.

During this period of time, it was a common sight to see

groups of students discussing a topic after a large group presentation.

Some of the seniors provided leadership and instruction for
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their peers and teachers on a variety
of topics.
The implementation process required
constant adjustments,
refinements, and explanations to teachers
and administrators. In
service days were provided after the
first three weeks to assist
in identifying problems, seeking
alternatives, and making adjust-

ments that would provide for a sufficient
degree of security for
the more anxious teachers. Even though
extensive efforts were
being made by the teachers and administrators
to insure an effective and efficient transition phase, there
remained a number of

concerns
During the second semester of the first year of
implementation,
the guidance personnel reported the following:
1.

There was an apparent increase in the number of dropouts
from one year ago.

2.

There was more dissatisfaction on the part of poorer
academic students.

3.

There was more emphasis on achievement problems pointed
out by the teachers to the counselor. The teachers
apparently were more aware of individual students than
in the past

4.

There seemed to be more dissatisfaction with some of
the courses students were taking.

5.

Transfer students seemed to have a harder time adjusting to the program than they had one year ago.

6.

Some students were not showing up for classes.

7.

Some students were deciding not to go to class.

8.

There seemed to be an overall acceptance of the
program by the average and above peerage student.

Orville Bosse ’’Students' Acceptance and Involvement in
Change at the Secondary Level," (Indiana: Fairfield High School,
Guidance Department, March, 1969).
,
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In addition to this analysis fror.
the guidance personnel, there

were other dimensions concerning what
was happening to students
with the program changes. For example,
a study completed on
student morale indicated that a substantially
higher number of

secondary students were participating in
extra-class activities
than had been involved in those activities
during the previous
year

Implementing the Elementary Program
The elementary program that was developed during
the six-week

workshop focused on curriculum change.

The teachers in the ele-

mentary program had conceptualized an elementary
instructional
program with objectives and evaluation techniques.

A coordinating

council had provided for both scope and sequence within the
curriculum, but time constraints prevented the development of
learning experiences for each of the objectives.

Since the program had

to be implemented in two separate elementary schools, each of the

teaching staffs with

thei.r

respective principals devised individual

plans for implementation.

Basically, the elementary program included large group instruction, resource centers, interest areas, and small group

instruction.

Each of the students in the elementary schools

would have the influence of a minimum of four certified teachers
daily.

The one elementary school decided to implement the curric-

ulum along the primary and intermediate levels.

The other elem-

entary school decided to implement the curriculum with teaching
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teams who would be responsible for a designated
number of students.

Students in each of the elementary schools often
regroup-

ed students depending on the objective.

An experiment of a teaching team composed of one and
onehalf teachers and a full-time paraprof essional provided
the

instruction for 85 students in language arts, humanities,
science,
and mathematics.

Art, music and physical education instruction

was provided by separate teachers.

A large room the size of three

standard classrooms with an abundance of multi -media materials
provided.

vjas

Achievement tests were administered at the end of the

year showing greater achievement than in previous years.

However,

two full-time teachers were employed during the second year of the

project

A demonstration of the potential of a nongraded program was
held for two weeks in one elementary school.. Teachers and students

were to select an area of interest within the larger concept of
communications.

Teachers and students created the curriculum

after they v/ere assembled.

The student groups were selected be-

cause of student interest rather than by age, grade or teacher.

While focusing on the overall interest of communications, each of
the groups developed their own learning experiences.

An open

house was held as the culminating event of the tv/o-week nongraded

experiment

Summary statements completed by the elementary teachers that
fccused on the implementation process were:
1.

Continuous in-service education was needed to make
refinement steps in the nongraded process.
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2.

Students needed to be trained in identifying
goals
and working toward their accomplishment

3.

Greater emphasis needed to be placed upon identifying
student development so that effective use of student
time could be achieved*

4.

The students needed to become more aware of the
learning options.

5.

Communication patterns needed to be established in
the classroom so that greater student interaction,
problem solving and self-coneept development could
become a reality.

6.

Continued staff involvement in decision making was
needed in order to help build commitment and refinement in the elementary program.

Teachers, administrators and the community were involved in

the entire change process from its inception.

The personnel that

actually implemented the changes in curriculum, organization and
staff utilization were students, teachers and administrators.
The community, composed primarily of rural parents, were be-

coming more and more vocal about the program.

The Parent -Teacher

Organization designed most of their programs as a means for trying to communicate an understanding of the changes that were

taking place.

While the community advisory committee had been

willing to support the changes, leadership in translating their
understanding to the larger community did not emerge.
As a result, the administration became the communications

link to the community.

During the first four months of the program

the administrators devoted time nearly every evening to an expla-

nation of the program to community personnel.
four-month period,
ing .

it

At the end of this

appeared that community acceptance was grow-

Most of the school board members had exhibited

a

definite
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positive attitude during the initial stages, but
three of the five

board members gradually changed their attitudes
during the imple-

mentation phase of the program.
gram implementation

,

During the second year of pro-

serious program questions were raised by

some of the board members.
The leaders of each planning team presented to the board

the5r strong support of the changes that were made.

Tnsry

acknowl-

edged that certain rough edges still remained, but that constant
revision and refinement was taking place.

The administrators

likewise expressed their acceptance and support of the instructional changes.

As the second year progressed, however

pressure on the board members became evident.

,

community

In addition, some

teachers were undermining the project by expressing their concerns
to both community personnel and to board members.

As a result,

the informal school organization was beginning to have more in-

fluence than the formal organization
Late in the school year

,

a telephone campaign resulted in a

group meeting of 400 community personnel who presented

a document

that outlined their acceptance of the philosophy and direction of

the new program but at the same time pointed out their lack of

basic trust in the administration.

As a result of that meeting,

a number of school personnel resigned, including the superinten-

dent and high school principal.

An in-service program consisting of a two-week human relations

workshop cccured at the ctart of the third-year of the project.
Faculty members participated in a program refinement process that

ip
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emphasized the development of specific changes
in the curriculum.
The an- service process included the use of
a computer -built
schedule for the high school and further
nongrading for the

elementary schools.

Even though some of the key administrative

and teaching personnel left the district, the
program was con-

tinued with few revisions and during the third
year of operation,
the program results began to satisfy community
personnel.
In this case study, an in-service process has
provided the

basic thrust for the development and implementation of
educational

change in a small district of 1700 students in rural America.
The process in sequential form was:
1.

Needs assessment occured with the district.

2.

Objectives were developed and a plan of action was
designed to achieve those objectives.

3.

Justification of existing programs.

4.

Problem identification and alternatives workshop.

5.

Curriculum development training received by administrative personnel and team leaders.

6.

Six-week’s workshop to develop curriculum and schedule.

7.

Orientation program for students.

8.

Community awarness developed.

9.

Program implementation, revision, and refinement.

10.

In-service days provided for an assessment of program
implementation

11.

Team leaders and administrators present commitment to
school board.

12.

Community understanding at a minimum, communications
increased

13.

Two-week human relations workshop for teachers.

124

In-Service Process to P EER Process
This case study has been presented as the
first attempt on
the part of the leadership within a rural school
district, to

utilize continuous in-service education as a means
for meeting the

need for educational change in the community.
prescribed model was being followed,

Even thouoh no

a basic sequence did occur

that can serve as a basis for planned change through in-service

education.

The in-service process included in Fairfield provided

few opportunities for individual teachers and those teachers who

were philosophically opposed to the process had little provided to
assist them in changing their attitudes.

Teachers were basically

treated as interchangeable parts in the in-service process.

How-

ever, the extensive in-service process provided in quite a paro-

chial manner a process of experiential learning climate for both

teachers and administrators.

The following chapter has considered

this case study as well as the related research and literature in

proposing the PEER Process.
the four phases:

(1)

The letters in PEER are symbolic for

problem identification, (2) establishing

alternatives, (3) education and trial, and (4) restructuring.
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CHAPTER

IV

THE PEER CHANGE PROCESS FOR IN-SERVICE TEACHER
EDUCATION
In previous chapters, this study has examined
both the need

for educational change as perceived by various school
related

groups and the historical ineffectiveness of most in-service

education programs in bringing about educational changes of any
significance »

A case study covering the in-service efforts of a

school system was then utilized as a means of illustrating the

writer's involvement in developing and refining a more effective
approach to the use of in-service education activities as a means
for actually bringing about change in education.

This chapter,

will describe the PEER Process, an in-scrvice approach that has
gradually evolved and been used over the past several years by the

writer as he has continually attempted to refine his effectiveness
in bringing about change through the use of in-scrvice education.

Since the PEER Process is still an emerging phenomenon this section

will focus more on a description of its evolution, content and
potential application than upon an evaluation of its effectiveness
in bringing aboitt change.

Component s and D ef ini t ions o f th e PEE R Pro cess

The acronym PEER has been used to identify the four basic

phases or components of the in-service change process.
of the tern PEER represent the following activities:

Identification, (2) Establishing Alternatives,

The letters
(1)

Problem
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(3) Education and Trial, and (4) Restructuring,

A discussion of

each of the activities follows.

Problem Identification

Problem identification occurs when an individual examines the
difference between an ideal situation and the real situation.
This definition

Tregoe.

1

has been utilized extensively by Kepner and

Just as each person within a school usually has a con-

ception of the ideal organization, curriculum, or use of staff

within his school, he also usually has a perception of the reality in which he finds himself.

The problem identification process

begins with teachers responding to the following three questions, 2
1.

What is the ideal organization for a school?

2.

What is an ideal curriculum for a school program?

3.

What is the best use of teacher time in a school?

Categories and Pr iority. es

The differences between the real and the ideal perceptions

usually produce gaps that exist between these perceptions.

In

order for there to be some coordination to the individualized in-

service programs that will emerge as a result of this process, the

teachers need to determine the categories of their problem

Charles H. Kepner and Benjamin B. Tregoe, The Rati ona l
Manag er (New York: McGraw-Hill Book Company, 1965), p. 57.
2

For detained worksheets that have been developed to assist
in the actual implementation of the various phases in the PEER
Process, see Appendix D, PEER Process Working Papers.
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statements and the priorities that they assign to
each of the

identified problem areas.

The categorization of problems is

achieved by placing each of the general problem statements
into
the areas of organization, curriculum, and staff utilization.

These terms are defined as follows:

Category

Organization

Def in it ion

A group of persons systematically arranged for some end
or work.

Curriculum

The aggregate courses of study
provided in a school.

Staff Utilization

The manner in which teachers
use their time and talents
within a school

These general categories have been selected because of their
practicality to teachers and their focus on educational change.

While educational change can take place through a wide range of
strategies, the categories utilized here have assisted teachers to
implement change through an emphasis on task orientation.

Another

reason for the selection of these three categories was because of
the priority nature of achieving educational change in these

three areas within schools on a simultaneous basis.

Problem statements need to be placed in some sort of priority
arrangement.

Since many problem statements can be developed from

the emerging gap statements, it becomes necessary to determine

what problems are of such urgency and seriousness that additional in-service programs need to be developed on a priority basis.
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In accomplishing this task, the problem
statements can be rated
on a five-point scale to determine which
are priority problem

statements

Inclusi on an d Exc lusi on

The problem identification process continues with
the inclusion and exclusion concept

«

This concept deals with a clarification

of the problems that have been identified in
order to develop

clear problem statements,,
they think the problem is.
lem is not.

In practice, the teachers’ write what

Likewise, they identify

v.’hat

the prob-

Each of the areas of "is M and "is not" are then

viewed through the criteria of what, where, when, the extent of
and possible causes.

The outcomes of the inclusion and exclusion

concept help to develop commitment to real problems as well as

provide solutions to some kinds of problems.

This process, in

part, has also been referred to as the operationalization of fuzzy

concepts

1

and the is-is not sorting mechanism.

2

Clear Prob l em Statement

Clear problem statements should be an outgrowth of the in-

clusion-exclusion process.

Problems should be precisely identi-

fied by the teacher who plans to develop an individualized in-

1

Tom Hutcheson, "The Fuzzy Concept Process" (University of
Massachusetts, School of Education, December, 1969).
2

Charles H. Kepner and Benjamin B. Tregoe, op.
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.

c it.,

p. 89-

service program,

Berman has identified the terms internalized,

verbalized and experiential as necessary when learning
emphasizes
process and experience . 1

since the PEER Process focuses prircari-

ly on experiential lea.L nmg

quite important.

,

what teachers' experience becomes

The process of inclusion-exclusion has been

included to achieve internalization of the problems.

The

expectations for a clear problem statement means that each teacher

would vjrite, record, or speak a precise statement of the problem
that he had identified, internalized and now can verbalize,

A

final step in problem identification focuses on causes of the
problems.

It has been included as a transition to the second

phase, establishing alternatives.

It has also been included as a

means for testing the feasibility of pursuing the identified
problem.

Causes

The step involved in determining possible causes to the

identified problem can help the teacher develop possible sequences
to a variety of this problems.

In order to effectively utilize

resources in an in-service program some cooperative and coordinated effort is needed.

The consideration of ppssible causes for

each of the problems can assist in achieving a certain reality

orientation for each of those problems.
Another reason for the identification of problem causes

v;as
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to identify constraints before the development
of alternative

solutions.

Many problems have unusual causes or constraints
that

are often unknown

even to the problem perceiver.

At the same

time, some problems have been quite simply resolved
when the

causes of the problem have become known,

A test that has been

successfully used to determine the success of this probe
for
causes is whether participants can explain their inclusion
and

exclusion statements.
VTlien

problems contain multiple sub-problems, specific causes

are identified for each of the sub-problems.

For example, one

problem that has been consistently identified is that of a teacher
spending forty per cent of his time on secretarial tasks.

Such a

problem statement would have many sub— sections involving organization, curriculum, and staff utilization,

A clear problem

statement for each of these sub-categories needs to be followed

with a clear identification of the causes of each of these problems before the second phase (establishing alternatives) is

started.

Establishing Alternatives

Throughout the problem-identification process, input from

resources outside of the school have typically not been utilized.
The individual perceptions of teachers about their problems does

provide a need in some cases for outside resources and the problem identif ication process occasionally provides for a needs

assessment by virtue of the composite problems identified.
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Tbo input process has been included as a starter for
alter-

native development primarily to facilitate perspective on the
participants*

w

Historically, m-service teacher educa-

tion has continued to provide similar solutions to similar
problems, and outside resources are often necessary to provide
£01 the oevelopment of alternative solutions©

Input sessions

should be available as needed by participants throughout the

remainder of the process*

Alternatives from Causes

Teachers can develop an alternative action plan individually
or in groups.

The alternatives that are first identified should

be primarily the result of input sessions.

As alternative action

plans are developed, it may necessitate that some

lov;er

priority

problems be considered simply because of the seriousness and/or
urgency of the alternatives.

Since the alternative development

process has been designed for in-service education purposes, the

need to maintain a flexibility in the plan is critical.

To help

continue an open-endedness and flexibility one should consider
what Kepner and Tregoe term "problem hopping" as an aid to develop
an alternative action plan.*

The term problem hopping incorporates a necessary component
in the PEER Process.

Some processes have created a rigidity in

achieving alternative plans, but the individualization developed
in the PEER Process has been devised to help teachers, specifically

1

Kepner and Tregoe, op . c xt

«

p. 70
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to resolve problems as expediently as necessary.

Nevertheless,

with the abundance of alternatives that can be
developed for the
problems identified, a priority process for alternatives
should
be completed.

Priorit y Alternative Action Pla ns

It becomes necessary to place alternative action plans in
a

preferred order.

The preference order is based primarily on

resources needed and costs to implement the alternative as an

in-service progrcim.
a brief statement.

The alternative statements need only to be

However, the criteria for developing the alter-

native priorities should include practicality in terms of the
problem; resources needed; and time needed to implement the

alternative.

A more intense focus of the alternative action plan

begins with objective development.

Objective Development

There are various kinds of objectives that can be utilized in

continuing the development of an alternative action plan.

It has

been suggested that process objectives be utilized, if possible,
to retain the emphasis on experiential learning and continuous

change.

Berman has defined process objectives simply as a state-

1
ment of direction with no termination point.'

'

For example, teach-

ers have identified the following process objectives:

1

Louxse Berman, op. ext

.

pp. 10-11.
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1.

Knowing organizational alternatives for public
schools,
ticipating in a decision-making process.

3* Creating instructional alternatives for students.

An initial process for most teaching staffs is to under-

estimate the energy and time necessary to achieve an objective

when the process objective is used with performance criteria.

Performance criteria are specific statements designating
the conditions and experiences that will meet a process objective.
For example, if the teacher has designated an objective such as:

Knowing organizational alternatives for public schools," he could
further designate performance criteria such as:
1.

Present an oral report to the teaching staff on the
existing organizational plan for their district.

2. Read selected literature and write a written report

on an alternative school organizational plan.

Performance criteria would be utilized to coordinate the in-service

program of a staff as well as begin the initial phase of establishing a district resource bank.

The final criteria utilized with the objectives and perform-

ance criteria is a consideration of consequences.

The teacher

should analyze what objectives have been developed as well as the

performance criteria in order to determine

v/ho

will be involved,

what will be involved, and when will it take place, and where will
it take place?

Again the consequence analysis has been included

as a means to help solve some problems or eliminate them by

virtue of their consequences.
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Education and Trial
The F^ER Process has also an emphasis on
educational

change.

Tne major emphasis of the PEER Process has
been to

develop a means for acting on needed educational change,
which,

when used with the PEER Process, has some predictable
consequences.
For example, Miles has indicated that certain functional
aspects
of a change process are needed in order for it to continue.

Miles pointed to the following needs:
1.

Increased energy is needed to accomplish focused,
internalized, shared goals.

2.

Group support and mutual peer identification.

3.

High autonomy with freedom for creati.ve experimentation.

4.

Fuller use of resources. 1

The development of courses of action to achieve individual

and/or group goals bears careful consideration.

Resources outside

the organization should be utilized for input to provide for the

development of action plans.

Through the development of an action

plan based on some ideal perceptions of teachers, powerful
leverage points can be identified for educational change.

The plan

of action can be developed in outline, narrative, or systems form

and should address such questions as:

plan?

(2)

(1) What is the action

Where will the plan take place?

(3)

When will the plan

begin and end? and (4) Who is involved in the plan?

Upon completion of the development of an action plan the

^Mathew B. Miles, Innovat io n in Ed ucat ion (New York:
College Press, Columbia University, 1964), pp. 655-656.

ir

Teachers

3.35

trial of the plan should be
considered.
a testing on a limited or
pilot basis.

The t e rm trial

i ndicates

The term also means that

the education of the teacher
can be the trial phase.

Even though the development of
an action plan can
anticipate
many unknowns, the trial process
has been included as a
necessary
part of a reality testing experience.
To operationalize what
Milos has indicated regarding the
perpetuation of change would
seem to necessitate such a trial
period. Although the achievement
of changes in organization,
curriculum, and/or staff utilization
are based upon the use of an
education and trial step within the
PEEI! Process, it is recognized
that some educational changes will
not need a trial period. Nevertheless,
the trial phase is included to insure against needless waste
and potential exploitation by
teachers who might change for the sake of
change, rather than

change for the sake of perspective, 1

Th ose action plans that

would suggest a trial period should designate
how and when the
change will be assessed. The trial period

should also indicate a

final termination date.

Restructuring

Restructuring has been included as a recycling step
in the
PEER Process.

Restructuring is a means for revising, refining

01 changing, and

is>:

utilised here as a process term as well as

providing for a positive attitude toward the perpetuation of
change.

^Dwight VJ. Allen, "Something Else ’70 Presentation
University of Massachusetts, School of Education, 1970.

H
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When an application is made to in-service
education, the
criteria or controls and decisions are used as
guideposts to

appropriate recycling.

Restructuring has been included to help

keep the process open-ended and less threatening
to teachers.
For example, some teachers have been threatened
with the concept
of evaluation and have negative attitudes which
preclude the

facilitation of change in some cases.

To anticipate the emergence

of soma negative attitudes toward restructuring, the
process is a

diagnostic, self -administered process.

The general areas consid-

ered in the restructuring process are controls, decisions, and
recycling.

A discussion follows of each area.

Co ntrols
The concept of control deals specifically with the achieve-

ment and completion of performance criteria, process objectives,
and individual flexibility.

A check list, for example, can be

used by the teacher in a self -directed process.

Upon completion

of a check list the individual teacher can assess whether modifi-

cation in

liis

program is necessary.

Even though objectives and

criteria may be unrealistic, the individual program can be modified on a non-threatening basis.
The term flexibility has been defined as the willingness of
the teacher to restructure his program to achieve educational

change on a broader scale.

For example, a teacher could be

experiencing an action program that deals with organizational
change*

As he becomes familiar with organizational alternatives,

the flexibility concept could be utilized to achieve organizational
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change on a broader scope.

Decision s

The second concept of the restructuring
phase reflects the
decisions necessitated from an action program.
To facilitate

decisions, a communications center is suggested.

Such a center

v;ould handle progress reports, performance
criteria achievement,

and media developed from the program.

The center would also

serve as a clearinghouse to provide information
to appropriate

decision -making personnel.

For example, an in-service action plan

could initiate a study on hew teachers spend their
tine in school,
ibe findings of the study would be reported to
the information

center that would store the report after disseminating
it to the

administrators and teachers of the school.

The center would also

disseminate the study to appropriate professional organizations.
The use of an information center could provide the necessary

information at the appropriate tines to make decisions that

developed specifically from the in-service programs.
Recycling
The final concept of the restructuring step includes a re-

cycling of the in-service process.

One of the most powerful

developments of the recycling process is the development of a
resource bank for the support of in-service programs.

The con-

cept of the resource bank has been identified as an out -growth of

in-service programs.
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The resource bank is an integral part of the
recycling
process as individual programs are completed.

On record in the

resource bank, which could be a part of the information
center,

would be the areas of expertise for each of the
teachers.

For

example, one teacher might be the in-house expert on
alternative

organizational patterns

;

another teacher an expert in the area

of decision processes; and another on group process.

When the

teachers recycle* to the problem identification phase, for instance, different kinds of problems might be perceived, different

alternatives considered, and a Different education and trial
process developed.

While all teachers might not desire to be included in the
resource bank, the recycling process is also self -directed so that
one parson experiencing the entire four phases could develop a

new in-service porgraxn based on his present needs and perceived
priority problems.

Ash

Example of the PEER Process in Use

As a means of assisting the reader in better under standing

how the

PEE!'

Process might actually be used as an in-service

approach, this section will briefly describe how the faculty mem-

bers of one high school utilized the PEER Process.

Although their

general area; of concern was that of discipline, the process also
had an influence in other areas that were perceived by the faculty

members as problem areas.

The topic cf discipline was initially

selected by a twelve-member steering committee, but the entire
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hxgh school faculty of over one-hundred
teachers supported the
steering committee’s choice of primary
problem areas. The topic
of discipline was selected specifically
for this example in order

to illustrate the use of the PEER Process
even in those tradi-

tional areas of teacher concern that are usually
not currently

considered respectable within the world of educational
vators.

inno-

The following discussion relates how the PEER
Process can

be used to resolve problems, provide individualized
in-service
programs for teachers, and develop areas for needed change.
of the phases has

'

Each

been highlighted to provide the reader with an

insight to the operation of the process.
*3

Pr_eb 1 era

I dent 3

f icat i on

During the problem identification phase, the high school

faculty began to identify what they perceived to be ideal behavior
for students since the area of discipline was identified as the

overall problem focus.

For example:

(1) one teacher wrote that

ideal behavior was for students to clear the halls except by permission; (2) another teacher wrote that students should not

tall;

except when called upon; and (3) still another reported that
students shoiild have more freedom to move about the building.
The teachers were then asked to write what they thought the

real situation was for each of the statements they made.

The real

situation statements were from the same teachers as follows:
(1)

students are in the halls at all times of the school day;

(2)

students are continually making noise by talking during quiet
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class tines; and (3) students arc restricted
by bells and passes
in their movement about the building.
In order to help attain an image of
the ideal situation, each

of the teacher's

problem statements was

developed by them in

such as way that would help them to achieve
their perceived ideal.

The following problem statements were:

(1)

there needs to be a

study of what students are in the halls to
determine if halls

could be cleared; (2) students need to lower the
noise level in
the school; and (3) teachers and administrators
need to look at

the school philosophy and their cwn personal philosophies
concerning the freedom of students.

Since these are only three examples, it is quite obvious that
the range of perceptions concerning discipline frosi greater num-

bers of faculty was quite

cli.verse.

The PEER Process provided for

a comprehensive display of this diversity of perceptions about

discipline.

In addition, since each teacher had to work through

his ovm soluts.on to the problems, all of the teachers were forced
to think beyond their simple generalizations about discipline.

Establi shing Alt ernatives

Before teachers begin to seek solutions to their identified
problems, they had an opportunity for receiving input frcn seme
source that would provide them with a variety of alternative

solutions based on the teachers’ identified problems.

After com-

pletion of one input session, the teachers that had developed the
previously used examples of problem statements had already
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developed the following list of alternative

solution.-, steps to

their perceived problems:

Problem One

1.

2.
3.
4.
5.
6

.

Problem
1

.

2

.

3

.

4.

—

Make a list of the names of students who are
in the halls
Count the number of students in the halls.
Check the times when students are in the halls.
Visit other schools who have reported similar
problems.
Discuss with some parents what their expectations
are
for students in halls.
Study the student traffic flow.
i-Y’O

-- Students'

1

.
.

3*

4.

need to

lov;er

the noise level in school.

De c ermine v?no is malting the noise in the classrooms.
Measure the noise level in the classrooms.
Determine why students are making noise in the classrooms
Analyze the building structure and materials for absorbing and lowering the noise level.
1

Problem Three --

2

There needs to be a study of what students
are in
nail s

Teachers' need to look at their personal
philosophy ana the school philosophy concerning
the freedom of students.

Make a study of assumptions made about student learning.
Each teacher who is willing to become a part of the
study should v/rite three statements that deal v/ith learning and student freedom.
Determine if the school's philosophical statement is
consistent with student freedom.
Make a study of what is meant by student freedom.

While there were many alternative courses of action suggested to the identified problems, each teacher was able to individu-

ally pursue his study or a sequence of the various alternatives

could be completed by the entire faculty as they pursued various

solution phases to the discipline problem.

Education and Trial

Since the faculty members desired to pursue selected solutions to their identified area of concern, a plan of action was
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developed*

The plan of action coordinated the
various studies

selected by staff members and they were
subsequently placed into
a sequence of events for the various parts of
the study on

discipline to be completed.

Those staff members who did not de-

sire to be a part of the discipline study developed
other

studies utilizing the same sequence of problem
identification,

establishing alternatives, education and trial, and finally
restructuring.
In continuing wx th uig tnree examples of the problems
that

were identified by faculty members, the education and trial
phase
appeared as follows:

Person
Responsible

Begin

End

Glick

May 17

May 22

2nd Check times when students
are in the halls
Glick

May 17

May 22

May 24

May 24

Activity

Dates

1st List name cf students
in halls at selected

times during day

3rd Parent committee to
discuss discipline
expectations

Steering ••
Committee

.

4th Study student traffic
f low

McGibbins

May 27

May 29

5th Analysis of building
absorbtion qualities

Architecture
Class

May 19

May 21

6th Measure noise level in
classrooms

Music
Class

May 25

May 27

May 28

May 28

7th Teachers’ write learning Staff with
assumptions
Principal

8th Decisions made by faculty

June 11
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Restructuring

The final phase of the PEER Process is restructuring*

Using

the example of the high school teachers that were concerned
with

discipline as a basic problem, the restructuring phase provided
for completeness in developing solutions to the problem
as well as

an opportunity to recycle the staff members who had completed
one

cycle of the in-service program so that they might begin another
in a continuing process throughout their professional career.

It

was also during this restructuring phase that changes could be
implemented on the basis of an in-depth study of the problem.

As

faculty members within this high school continued with the PEER
Process for a longer period of time, they eventually began exaraining problem areas that resulted in the emergence of restructuring

efforts in all three of the areas of organization, curriculum, and
staff utilization.

Summary o f the PEE R Process

Tine

acronym PEER has been used to identify the four basic

phases or components of a proposed in-service change process.

The

letters of the term PEER represent the following activities:
(1)

P roblem Identification, (2) E stablisning Alternatives,

(3) E ducation and Trial, and (4) R estructur ing

.

Although the

PEER Process has not yet been developed to the point \7here testing
and evaluating has been feasible, it has provided a useful working

framework for the writer in attempting to utilize in-service

education activities as a means for bringing about needed changes
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in education.

Although the PEER Process has been designed primarily for
use
with teachers, it can also be used with students, administrators,
and community personnel.

The process has been used effectively

with individuals, groups within a school, entire school and
school districts, and has been successfully received by teachers

utilizing the process whether there is harmony or disharmony
among the various groups within a particular school.

Essentially,

the PEER Process was designed as a means for individualizing inservice education so that staff initiated changes might occur

simultaneously in the areas of school organization, curriculum,
and staff utilization patterns.

Although the PEER Process does not appear to function as
effectively if less than the equivalent of a full day is utilized
for its implementation, it has been judged useful by teachers

even in those cases where only the first phase of the process has

actually been completed.

In all cases a complete explanation of

the process along with the use of the working papers in Appendix

D seems essential to the effective use of the PEER Process.
its current stage of development

,

In

the PEER Process has proven to

be a most useful and continually developing mechanism for focusing
raid

trying out some of the writer's beliefs and ideas about the

development of effective in-service education programs.
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CHAPTER

V

SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS
This study began with a comprehensive discussion of
the need
for changes in education as perceived by educators,
community per-

sonnel and students at both the high school and elementary
levels,
and then focused upon an historical overview of the many in-

effective attempts to utilize in-service education activities
as
a means for bringing about needed changes in education.

Chapter Three, the writer utilized a

In

case study to describe his

personal involvement in the development and refinement of a more

effective approach to the use of in-service education activities.
Chapter Four outlined the elements of the PEER Process, an in-service approach that has been developed by the author over the past

several years as he has continually attempted to refine his

effectiveness in bringing about changes in education through the
use of in-service education.

This final chapter will present the

summary, conclusions and recommendations of the study.

Summary and Concluding Statements

An overview of the literature has highlighted the fact that

many groups are not only vitally interested in education, but are
also quite concerned about the prevailing discrepancy between what
is taking place and their perceptions of what ought to be taking

place in education.

Community groups, educators, and students have indicated their
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perceptions as to some of the areas of needed
educational change,
and while the changes that have been
identified by each group are
somewhat different, they reflect a common
interest in basic

changes in organization, curriculum, and staff
utilization.
Specifically, community groups have suggested
quite strongly that

more effective student learning and fiscal
accountability on the
part of educators is needed.

Educators have often recognized

this concern on the part of community groups and have
suggested
that a number of alternatives be developed in the three
basic

areas of school organization, curriculum and staff utilization.
Examples of organizational change that were cited are flexible
scheduling, schoals-without-walls

,

and the extended school year;

examples of curriculum alternatives included the Allen Model and
the Three— Tiered Curriculum and staff utilization changes included

suggestions such as team teaching and differentiated staffing.

Students also suggested that changes in education include more
student learning options, student inclusion in decision making,

and modification of the student evaluation process.

Although many of the recommended changes have been a part of
the educational scene for a number of years on a national basis,

there are few schools that have effectively implemented these

suggested changes.

One possible reason for this lack of imple-

mentation has been the low priority that in-service education has
held for the past century.

Historically, in-service education has been an ineffective

means of implementing educational change.

In the early 1800's
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such techniques as the institute
and the reading circle were used
to improve teaching skills and the
professional behavior of

teachers.

Other attempts such as the use of
supervisors as in-

service instructors, workshops, and
action research have been used
in attempting to improve the teaching
act. Even though some of
these approaches have been quite
successful, most of the techniques have only assisted in maintaining
the status quo in education.

Recently such approaches as the use of
television, interaction
analysis, and microteaching have demonstrated
that they can modify
the behavior of teachers and effect classroom
learning.

However,

it has only been within the past two
years that individualized

m-service education approaches have been used as a means
to
implement educational changes.

Teachers are now being recognized as individuals who
need to
have in-service programs designed to meet their personal
needs and

expectations.

Since each teacher usually has his own perceptions

of the ideal school, the involvement of individual teachers
in the

design of uniquely tailored in-service programs may be useful in
helping each teacher achieve a level of performance closer to that
ideal.

When an in-service program is developed from the differ-

ences between a teacher's perception of the ideal and the real,

positive identification of desirable changes in each school can be

developed and implemented by the individual teacher.

Each teach-

er can help coordinate his own in-service program with other

teachers, if desired, as changes in organization, curriculum and
staff utilization become a reality.
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Some school districts have already
initiated extensive changes
in organization, curriculum, and staff
utilization.

For example,

an in-service program was started in one
midwestern school district where the proposed changes were
extensive and included an

emphasis on all three areas of change.

The change process utili-

zed relied heavily on a continuous in-service
program for teachers,

administrators, students, and community personnel.

Both the

strengths and the individual capabilities of the
teachers were

utilized as a means for implementing the changes,
and the program
subsequently continued for a three-year period during which
there

was a continuing strong influence by the in-service activities
upon the educational program within the district.
The PEER Process was developed as a means for organizing
the elements of an in-service program so that they might be more

effectively brought to bear upon needed changes in the school
organization, curriculum, and staff utilization patterns.

Utiliz-

ing a four-phase cycle of problem identification, establishing

alternatives, education and trial, and restructuring, each teacher

within a system is able to develop and implement his own in-service
program.

While the greatest intensity of the process lies within

the problem identification phase, the establishing alternatives

phase is based upon the premise that sufficient input permits the
teacher to consider alternatives other than those he has pre-

viously considered.

The education and trial phase advocates the

development of an action plan that can be experienced by the
teacher, and often the process of educating the teacher can in
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its e lf, be the trial.

Finally, the restructuring phase
provides

for a coordination of the
process when a number of teachers
are

involved with a variety of diverse
agendas and, in addition,
this phase provides for a recycling
of each participant in a
continually revitalized change process*
In-service teacher education offers a
potential means for
implementing the suggested changes from
community personnel,
educators, and students.

Since schools often appear to be

bureaucracies committed to maintaining the
status quo, community
personnel, educators, and students will only
intensify their

expectations, and the common plea of each of
these groups will

become more focused as it is in some areas
where legislatively

mandated changes are currently being considered.

If in-service

education programs continue to be as ineffective as
they have been
in the past, they will fail to provide the
impetus needed to

implement effective changes.

In-service teacher education can reach different levels of

expectations when individualized programs developed by teachers

become a reality.

In-service programs can be focused on needed

changes when opportunities are provided during the school day,

and such an expanded and individualized in-service program can offer
the accountability to community groups, the implementation of

changes suggested by educators, and in addition, meet the expectations of students.

The PEER Process has been developed by this

author as a tentative first step in this direction.
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Recommendations
In a study such as this, which
represents the evolving

thoughts, beliefs, and experiences of
the writer as he has
focused on the development of improvements
in specific in-service
education activities, there are few data
that can be utilized as a

basis for making conclusive recommendations.

Perhaps such a

descriptive study ought to end without making
any specific recommendations, but since the writer has certain
recommendations to
make, he has included them here and simply
cautions the reader to

remember that these recommendations are not based
upon the types
of data usually found in similar documents.

Instead, these rec-

ommendations are based upon a continuation of the
descriptive

methodology that has been used throughout the document
where much
of the focus has been upon the writer's admittedly
subjective

perceptions of current developments and trends in the development
of effective in-service education processes.
It is recommended that individualized in-service education

be thought of as a prerequisite for teachers who are subsequently

asked to provide individualized instruction for students.

Indi-

vidualized instruction is based upon the idea that each student
has a unique learning rate and style and teachers need to be able

to provide sufficiently diverse learning opportunities to

litate the differences of students.

faci-

It would seem appropriate to

implement individualized learning for students through a process
that provides for the individuality of teachers.
It is recommended that individualized in-service programs
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should be utilized to help
teachers and administrators to
become
aware of alternative approaches
to present educational
practice.
For example although schedules
that have been changed to offer
students different kinds of learning
options may cause some
teachers to become anxious since they
are no longer able to keep
track of students both physically
and academically, other teachers may become aware of the
possibilities inherent in students
accepting greater responsibility for
their own learning. Once
a teacher becomes aware of such
possibilities for growth on the
part of students, it is quite likely
that the teacher will begin
to seek out additional learning options
and make them available
for his students.
,

It is recommended that in-service
education be thought of as

a continuum of learning experiences that
begins with pre-service

education but does not stop simply because
teachers have officially entered the teaching profession.

Both school systems and

teacher training institutions ought to examine
carefully the

possibility of shifting much greater teacher training
emphasis over
to in-service activities which might then become
the joint respon-

sibility of both the school system and the teacher
training institution.

Under such an arrangement, the intellectual and re-

search capabilities of the university might be applied more directly to the educational problems of specific school systems.
It is recommended that accountability for in-service
education

be achieved through the development of objectives and specifi-

cation of performance criteria.

Under such an arrangement, each

teacher’s contract, might include an addendum outlining an in-
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service program where the teacher would
have at least twenty
per cent of each day set aside for
in-service education.

In order

to justify such utilization of staff,
in-service programs would
need to be made specific through the use
of performance criteria.
It is recommended that school
administrators begin to co-

ordinate their plans for changes in school
organization, curriculum, and staff utilization patterns
through an individualized in-

service program.

When educational changes are planned without

teacher involvement and with little awarness
of teacher concerns,
it is unlikely that those proposed changes
will have much chance

of succeeding.

Qn the other hand, when teachers and administrators

jointly develop in-service programs that are designed
to meet dif-

fering needs and these in-service programs are subsequently
coordinated through a systematic process, change can occur more
rapidly and with less anxiety.
It is recommended that some approach such as the PEER
Process

might be used to increase the teachers* sense of security.

The

PEER Process has been designed to offer individualized in-service

programs.

Through problem identification teachers can begin to

experience a process that can provide solutions to their immediate concerns.

Furthermore, the additional phases of the PEER

Process can offer in-depth experiences related to those teacher-

generated problems that can become increasingly complex as the
teacher grows in his ability to handle the complexity.
It is recommended that approaches such as the PEER Process

be used to assist teachers in becoming more effective in making
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decisions and setting priorities
for themselves. Teachers,
historically, have often relied
very heavily upon administrators
to complete decisions and
set priorities, but teachers
could more
effectively assist administrators
in the implementation of
decisions if they were a part of
the decision-making process.
For
example, if schools were organised
for teachers to become a part
of decision making and the
determination of priorities, the
entire thrust of change in school
could be more easily facilitated. In-service approaches such
as the PEER Process have been
designed to assist both teachers and
administrators in making
decisions and determining priorities.
It is recommended that efforts
be made to bridge the com-

munication barriers that often exist
between teachers and
administrators through the use of individualized
in-service education. Approaches to such a use of
in-service education might
include the development of a jointly
sponsored (administration-

teacher) communications center to monitor all
messages within the

formal organization.

Such a center might also be utilized as a

resource in developing in-service training
experiences that focus
specifically on the development of communication skills
among
teachers and administrators.
It is recommenced that school systems design
resource banks

to assist in the development and use of resources for their
in-

service education activities.

Such a school system based resource

bank would collect and catalog community, school and university
resources appropriate for the school systems in-service education
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activities, and might include items such
as:

(1) a listing of

teacher, administrator, university, and
community expertise;
(2) papers developed by the staff and
community personnel;
(3)

professional library; and (4) sample proposals
of indivi-

^^^•lized teacher in-service programs.
It is recommended that students
become an integral part of

the experiential in-service process with
teachers.

For example,

as in-service programs are developed by teachers
utilizing the

PEER Process, students might become a part of the
education and

trial phase.

When teachers wished to use a live situation in

implementing part of their in-service program, students could
be
useful not only as a means for feedback but also to refine
specific areas of study.
I"t

is recommended that students also become a part of the

community-school relations efforts of the professional staff.
For example, as students become knowledgeable in utilizing the
PEER Process, they will also be able to explain the process to

parents and community.

If schools are going to implement in-

service programs involving twenty per cent of a teacher's day for
in-service education, an understanding by the community will be

necessary

,

and students can assist in accomplishing this community

understanding
It is recommended that community members become a part of the

PEER Process along with teachers.

Not only could community mem-

bers learn about the in-service programs bit they could also begin to develop community resources for instructional purposes.
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Such a program might be
offered tQ comfflunities
in connectiQn
an adult basic education
program at a cooperating
college or
university. One example
of how the PEER Process
might be utili.
aed would be for community
groups to experience the
problem
identification phase of the PEER
Process. Community
expectations
for the schools could
be determined through the
use of the first
phase of the PEER Process
.
Community members have ideals
for
their schools and they also
are aware of what they
previously have
experienced in school. The
problem identification phase
could
provide a means for community
needs assessment through an
identification of the discrepancies
between the ideal and the real
community perceptions about schools.
It is recommended that the
PEER Process be field tested

within a variety of different high
school, junior high school and
elementary settings. Much additional
research is needed in the
of effective in-service program
design before the PEER Process
can be conclusively considered as
a significant force in bringing

about needed changes in education.

The PEER Process appears to

hold great promise, but that
potential will become a reality only
as the process is tested, evaluated
and further refined in a number
of school districts.
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Appendix B

FAIRFIELD CITIZENS SURVEY
Schools?

3 Palent °f 3

3

S
'

2.

child

1
I

t

^ ^

_

ChUd

in the

^irfidd

Community

9 ades of Public school (K-12)
^

Do you have any children

Wh^are

-

°

of lach

in pa rochical schoolT

Ages
3.

What are the ages of your pre-school
children?

Aaes

Do you have children who have finished
school?

nr-d^V^r
grade K-12,

P re - sch ° o1 a 9 e children, or children in school,
how many of them do you expect will
enter college?

None

Some

All

How many years have you lived in the
Fairfield District?
less than 5,

5 to 10,

more than 10
6

,

7,

Are you purchasing or do you own your home?

Own

Pur

Show highest formal education you have completed:
45

elementary school

138 high school

49 some college

19
9

15

bachelor's degree
some graduate work

graduate degree

Are you active in:
56 Civic Organizations -- (Lions, Chamber of Commerce,
etc.)
49 Youth groups-- (Rural Youth, 4-H, Boy Scouts, etc.)
206 Church or Synagogue
34 Fraternal Organizations-- (Sororities, Moose, Eagles,
Legion, Masons, etc.)
32 Professional Organizations -- (AMA, NEA, BPW, AFOL, etc.)

44 Farm Organizations

160
9.

10 .

Have you ever served on a PTA or PTO
executive committee?
61 Yes
188 No
How important do you think the
following aims of public school
are?
Very
Some Little/No
a. preparation for earning a living
upon completion
225
41
b development of basic skills such
as 3 R'
251
37
c . development of a well-rounded
personality
223
53
3
d. guidance in constructive use of
leisure time
148
111
13
c . preparation for further formal
education
214
50
4
f . stimulation to self-education
195
58
9 • development of citizenship and
meaningful family living
211
58
3
h . development of moral values
213
47
4
JL

.

11 .

In 1980, which of the following assets do
you consider will be
important?

Very
a. technical skills
202
b. ability to communicate
220
c. knowledge of the world
157
d. knowledge of the past
80
e. sense of personal worth
170
f. greater store of facts
107
g. ability to acquire new knowledge
220
h. ability to apply knowledge learned230
i. ability to use leisure time wisely 156
j. ability to assume greater respon-

sibility
k. ability to find facts
12

.

207
199

Some

Litt le/No

46
33

90
147
72

127
31
21
92

47
48

Where do you think the primary responsibility lies for developing each of the following attributes of children?
School
study habits
moral values
cultural values
health facts
safety practices
getting along with others
g. spiritual values
h. motivation to learn
i. attitudes toward discipline
a.
b.
c.
d.
e.
f.

Home

Equal

119

3

5

124
31
42
31

141
124
180
195
223

15

37

217

6

173
34
92

79
178
157

46
26
10

51
4

161
j.

k.
1*

13

physical fitness
sex education
other (specify)

4

92
86

6

learni " 9

•

Area of Change

Much

Some

157
162

-ould be improved
None

Don'

Know

a. non-graded primary

schools
b. f lexible-scheduled
c.
d

e.

f
9*
h.
i

k
l

.

m.
n.
o.
P*
q-

14.

high schools
longer school day
team teaching
expanded library
services
stricter discipline
longer school year
shorter school year
more use of ability
grouping
added drill on fundamentals
more homework
more adult course
offerings
more summer -school
offerings
teaching machines
greater use of TV in
class
less strict discipline
shorter school day

46

53

79

72

58

28
187
38

20

42

87
31
91

91
104

128
89

20
10

7

8

71

77

45
20

36
148
165

26
24
33
38

82

113

22

35

98
9

90
49

24
152

39
37

58

132

11

41

69
32

120
91

30
60

33
59

20

93
18

72

60
30

6
6

21

191
179

36

Please indicate which of the following would be more
meaningful for you in reporting student achievement.
High
Low
Satisf ied
a.
less frequent report cards
16
59
119
b.
more frequent report cards
43
42
110
c
group meetings of class parents
and teacher
89
41
69
d.
counselor-parent conferences
114
23
59
e
teacher -counselor-parent conf.
143
17
49
f
home visits by teachers
53
90
50
more detailed report card
g.
79
32
89
h.
more pupil-personnel work:
guidance services-secondary
100
15
53
guidance services-elementary
75
27
65
nursing services
53
27
96
•

162

speech and hearing
psychologist
social worker
15 .

High

High School
Medium

Low

120

42
31

9
8
1

86

133

14

100
61
212

111
118
30
67
100
126
110
134
88

28
49

29
45
80
78
83

115
87
116
63
50
43
65
55

91
96
82
46

49

14

73

37
47

61
74

f
hG llraitatl ° ns of
not all subjects can be
given the same emphasis in the school
program.
In the list
below, check High for all those areas
you believe deserve
greatest emphasis; Medium for all those
deserving average
emphasis, and Low for all those deserving
least emphasis-

41
32
164
129
144
190
214

173
119
71
116
81
135
129
136
73
102
134

91
71

112
68
91
82

92
84
112
95
79
115
125
122
116
104
101
111

95
123
131
112
114
113
105
97
113
125

67
81
7

17

3
7
14

38
19

26
19
12
15

32

21
7

77
49
17

22
32
9

25
11

34
36
68
42

41
27
29
25
43

Adult Education
Interest Areas (Check)
Creative Art
Art Appreciation
Business Practice
Office Machines
Secretarial Skills
English Grammar
Reading
Literat ure
Penmanship
Creative Writing
Spelling
Oral Expression
Use of Library
Foreign Language
Personal Health
Physical Education
Driver Education
Homemaking Arts

49
29
85

Family Management
Computing Methods
Logic of Mathematics
Applied Mathematics
Creative Music
Music Appreciation
Natural Sciences
Physical Sciences
Psychology
Economics
Sociology
Civics and Government
History of our Culture
Other People and Culture
Handicrafts
Woodworking
Metals
Electricity
Electronics
Auto Mechanics
Journalism

56
13
9
17
14

62
65
32

30
22
14

31
21
57
32

46

20
29
28

41

40
12
7

37
24
12

17
9

15

35

20
10
29
21
30
7
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18

112
114
16.

103
91
81

90

Photography
Vocational Agriculture
Vocational Home Economics

21

20

1Q
14
17

In an effort to learn of
the needs for an extra-curricul nr
the chools please indicate
the need for the
.^
school™^
f ° llo" in 3 :
The salaries of
personnel
X
U 1CUlar
are paid fron
taxes
The ralr*
:'ri f!
’

^

J

.

money-making projects .)
Medium

Low

12

63

129

125
116
76
85

80
87

19

...High

20
67
23

60
59
61
106
12

25
73

21

102
130
79
94

60
94
88
108
75

42
77
98

24

40
22
112
53
124

60
65

40
38
160
106
43
117
55
42
46
24

89
85
118

71
102
84
82
83

64
66
126

88
107
73

55
35

130

65

24

52

17

Archery
Basketball
Baseball
Cross Country
Track
Bowling
Intramural Basketball
Wrestling
Gymnast ics
Foo tball
Tennis
Swimming
Chess Club
Art Club
Debate
Golf
Drama
Sunshine Club
Hi-Y Club
Future Farmers of
America
Foreign Language Club
Library Club
Future Teachers of
America
Future Homemakers of
America
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Appendix C

A CONCEPTUAL MODEL FOR DEVELOPING
CURRICULUM
GRADES KINDERGARTEN THROUGH 12

1^°^'

develo P ment that need to
be considerec^with eaeh^f'
coordination and development can occ«?
sequence described below, a conceptual
curriculum should be f°

“rworki^h^ugr^

1st --Key

Concepts
2nd --Concepts

Unifying threads of the curriculum
characterizing the process for a given learning
area.
Major organizing elements of the curriculum
reflecting the scope of a given learning
area.

3rd- -Subconcept s

4th- -Long-Range
Objectives

5th- -Behavioral
Objectives

6th --Learning
Experiences

Supporting ideas of the concepts viewed in
various dimensions that serve as guides in
selection and sequence in a given learning
area.
Behaviors, formulated in terms of the cognitive
anective, and action domains, that are expected at the end of the complete instructional
sequence

Specific ways in which the student should be
able to think, feel, and act at the end of each
level of progression as a result of participating in a sequence of experiences in a given
learning area.

All of the possible experiences that could be
provided that would enable the student to accomplish the objectives that are expected to be
attained. What classes are needed to accomplish
the objectives?

7th- -Teacher and
Student Materials
The materials and equipment needed to provide
experiences for the student to accomplish the
behavioral objectives

8th- -Evaluation
Activities

The evaluative criteria that would be used to
determine when the student has accomplished the
objective ( s)
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CONCEPTUAL DEVELOPMENT

WORKSHEET #1
Key Concepts

Learning Area
Date

Explanations and Examples:
si 9"«-ant studies
be

expioreYLlh^he
fewest most concise words or
ideas.
your consideration are
provided for
1

.

2

.

3.
4.
5.
6.

ExampS-^

^

reduced to the

so^e^rafareas!^

Health Education-- 3 key concepts
Humanities Education— 3 key
concepts
Business Education-- 2 key
concepts
ndustriai Arts Education -- 2 key
concepts
Math-Science Education
3 key concepts
Home Economics Education -- 3
key concepts

—

Question:
318

area?
1

2

.

.

3.
4.
5.

^

Id6aS- that characteri

^

the entire learning
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CONCEPTUAL DEVELOPMENT

WORKSHEET #2
Learning Area

Date

Key Concept
Explanat ion and Example
1*

PlGase use ^ different sheet for the
expansion of each
key concept

2.

Below are a few examples of concepts that
have been
developed in the area of health.

KEY CONCEPT:

Growing and Developing

CONCEPTS THAT MAKE UP THE KEY CONCEPT:
1.

Growth and development influences and is
influenced by the structure and functioning
of the individual.

2.

Growing and developing follows a predictable
sequence, yet it is unique for each individual.

Question
What are the major organizing ideas that make up the key
concepts?
1.
2

.

3.
4.
5.
6

.

7.
8

9

.
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CONCEPTUAL DEVELOPMENT

WORKSHEET #3
SUB -CONCEPTS

Key Concept
Concept

Subconcept

Explanation and Example:
Each of the concepts mentioned on worksheet
#2 should have
various dimensions. They also should be
statements that could be
arranged in a learning sequence from the least
complex to the most
complex and constitute a prescribed course.

KEY CONCEPT:
Concept:

Growing and Developing

Growth and development influences and is influenced by the structure and functioning of the
individual.

Subconcept #1:

The anxiety level of the individual effects
growth patterns.

Question:

What are the supporting ideas of the concepts that serve as
guides in the selection and sequence of the learning area.
1.

3.
4.
5.
6

.

7.
8

.

9.
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CONCEPTUAL DEVELOPMENT

WORKSHEET #4
LONG RANGE GOALS
Area of Learning
Explanation:
The end product in terms of behavior are
the long range objectives. These may be written for the end of
the 12th grade as
well as for the end of grades 8 6 and 3 . They
are used basically
to help provide the direction for the
student so that he will have
some definite check points.
,

3.

Question
What are the behaviors expected from the student, written
in
terms of the cognitive, affective and action domains,
that are
expected at the end of the complete instructional seq uence.
1

2

.

.

____

4.
5.
6

.

7.
8

.

9

.
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CONCEPTUAL DEVELOPMENT

WORKSHEET #5
BEHAVIOR OBJECTIVES

Key Concept

Concept

Subconcept
Some suggestions on writing
behavioral objectives
1

.

2

.

3

.

4

.

A statement of instructional
objectives is a collection
of words describing one of
your educational intents.
The objective when written properly
will communicate
your mtent to the degree you have
described what the
learner will be do in g when demonstrating
his achievement
and how you will know when he is doing
it.

Write a separate statement for each
objective; the more
statements you have, the better chance you
have of making
clear your intent.
If you give each learner a copy
of your objectives
much is left to do?

how

Question
What are the specific ways in which the student
should be
able to think, feel and act at the end of
each level of progression
as a result oi participation in a given
sequence of experiences
a learning area?

m

1

.

2

.

3

.

4.
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Appendix D
PEER Process Working Papers

Instructions:

The set of working papers have been
developed to

assist in operationalizing an
individualized teacher in-service
program. Each teacher is asked to develop
his own in-service
program, unless groups or entire teaching
staffs would desire to

develop a program from a common problem.
steps which are:

(1)

The process has four

problem identification,

(2)

establishing

alternatives, (3) education and trial, and
(4) restructuring.
Each of the four steps in the process have
working papers to assist
in developing in-service programs.
In order to initiate the process, each teacher
is asked to

respond to:
!•

What is an ideal school organization?

2.

What is an ideal curriculum?

3.

What is the ideal use of the teachers’
time during school hours?

Working paper No.
tions •

1

has been provided for responses to the ques-

172

PROBLEM IDENTIFICATION
Working Paper No. 1
U
or a ”

S

^®^

I DEAL- -REAL

e

nS
q
®rga^)ization^ curriculum ^^an^us^of
,
^'staff
“upon°

IDEAL statements
1

3

.

.

4.

5

.

6.

real statements
1

.

2

.

3

.

4.

173

PROBLEM IDENTIFICATION
Working Paper No. 2

GAP STATEMENTS

.tructions: After analyzing the
possible existing differences
between yow ideal and real statements,
write some statements of
p oblems that you think would assist in reaching
the

ideal.

1

.

2

.

3

.

4.

5

.

6

7

.

8.
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PROBLEM IDENTIFICATION
Working Paper No. 4

CATEGORIES

Infractions;-.
Plpce your statements from the
gap statements into
the following categories.

ORGANIZATION

CURRICULUM
j

1.

2.

3.

4.

5.

6

•

7.

8.

9.

10

STAFF UTILIZATION
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PROBLEM IDENTIFICATION
Working Paper No. 5

Each teacher

PRIORITIES

^

be

r

determineH prio^ti orde? to
ur
9 e h c y and seriousness on a f
°?
one being low and five high.
Problem Statement
1

Urgency

**"

Seriousness

1 2 3

4 5

1 2

1 2 3

4 5

1 2 3

3 4 5

.

3.

4.

5.

.

7.

8

“J°

.

2

6

ldentified •»<*
priorities *

.

9.

10 .

11 .

4 5

12345

12345

1 2

1 2

3 4 5

1 2

3 4 5

3 4 5

1 2 3 4

5

1 2 3

4 5

1 2 3 4

5

1 2 3

4 5

1 2 3 4

5

2 3 4 5

1 2 3 4

5

1

1 2 3 4 5

1 2

3 4 5

2 3 4 5

1 2

3 4

1

1 2

3 4 5

5

1 2 3 4 5

PROBLEM IDENTIFICATION
Working Paper No. 6

COMPREHENSIVE
PROBLEM STATEMENT

Instructions: Using the results
from the priorities process,
select a problem and begin to
develop a comprehensive problem
statement.

What is your problem?

Where is your problem?

When is your problem?

To what extent is your problem?

Other considerations for your problem?

177

PROBLEM IDENTIFICATION
Working Paper No. 7
I NCLUS I ON --EXCLUSION
Instructions: Recite your problem statement
giving specific
consideration to yrtiat your problem is and also
what your problem

WHAT IS THE PROBLEM?

WHAT IS NOT THE PROBLEM?

PROBLEM IDENTIFICATION
Working Paper No. 8

CAUSES

I Stri Ctl ° nS
U P° n completion of an analysis of the
problem,
u
J
what
do
you consider the causes of the problem?
!

Concise problem statement

.

Causes of the problem as you perceive them.

ESTABLISHING ALTERNATIVES
Working Paper No. 9
C
T
dentif ication st *P has been completed,
Befo^e siar?ina on 11 development
^
of alternative solutions to
vourr problem,
orohlel an input! session is expected.
y
After the innut
sps
P
sxon, write three alternatives to
the identified probIem?

°^™

PROBLEM STATEMENT

ALTERNATIVES FOR CONSIDERATION (Minimum of three)

180

ESTABLISHING ALTERNATIVES
Working Paper No. 10
Instructions:

PRIORITY
ALTERNATIVES

Briefly

state the alternatives and determine
the
feasibility to pursue them by listing resources
needed
and
cost
for completion
of each alternative.

ALTERNATIVE

RESOURCES

COST

181

establishing alternatives
Working Paper No. 11

OBJECTIVE
DEVELOPMENT

nstructions:

Select an alternative which you consider
to best
a P ro O r am for you to solve the
problem identified. In
order^tto develop a program that is
order
definite in meeting
please write objectives and performance
criteria.

OBJECTIVE STATEMENTS

your needs

PERFORMANCE CRITERIA

182

EDUCATION AND TRIAL
Working Paper No, 12

PLAN OF ACTION

Instructions: A complete sequential
plan of action needs to be
developed to achi eve the objective
and performance criteria.
I

OBJECTIVE:

PERFORMANCE CRITERIA:

SEQUENTIAL DEVELC PMENT OF ACTION PLAN
1st

2nd

3rd

4th

5th

6th

7th

8th

9th

10th

11th

12th

Da tpc

starting

Completion

133

restructuring
Working Paper No, 13

OUTCOMES
AND CHANGES

* State,nent of outcomes from
your inservice
servicf program
nroor
and submit to the resource
bank director.
Object iveU) Completed
Performance Criteria Completed

Materials filed with the resource bank

How would you change the action plan if you
repeated it?

Date Reported to Resource Bank

By

184

restructuring
Working Paper No. 14

RESOURCE
BANK DEVELOPMENT

heV^V

3
t0 identif y the kinds of
expert
pertxse
ise°that
that he has developed from the
action plan.

CATEGORIES

KINDS OF EXPERTISE

Organization

Curriculum

Staff Utilization

Other

Submitted by

Date

185

restructuring
Working Paper No. 15

RECYCLING

Instructions: Upon completion of
the individun 1 70 h a
prog ram each teacher begins
to asseL ho^he
ue
c
le
the recyciins
?ng ihe ; e xt areas
:?:: s that you
:: are considering for a
program.
-i

^ess

,

Zt

NAME

—

—

Problem Identification

DATE

Organ.

Curr.

Staff

Ideal-Real

Gap Statements
1

Categories
Priorities

Comprehensive Statement
Inclusion-Exclusion
Causes

Establishino Alternatives
Input-Alternatives
Priorities of Alternatives

-

H

Objectives and Performance Criteria
Education and Trial
Plan of Action

Restructurinq
Outcomes of Action Plan
i

Change if Repeated

Resource Bank
Recommendations

186

RESTRUCTURING
Working Paper No. 16
Instructions:

R ECOMMENDATI ONS

Write any recommendations, reactions, or
informa
im P roveme nts on the PEER Process that
you think
should be considered.
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Appendix E
FLOW CHART OF PEER PROCESS
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